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ABSTRACT
Relationship Between Participation in Personal Development
and Faculty Perspectives on Education
(February 1982)
George Anthony Ryan, B.S.E., Westfield State College,
M.Ed., Fitchburg State College,
Ed.D., University of Massachusetts, Amherst
This exploratory study was designed for two purposes: (1) to
delineate and differentiate the educational perspectives of higher
education faculty who have and have not participated in personal
development programs, and (2) to investigate, through a retrospective
comparative analysis, the relationship between faculty participation
in personal development programs and their educational perspectives.
Five educational perspectives were used in this study: (1) classical,
(2) scientific, (3) experimental, (4) self-awareness, and (5) self-
realization. Each was explored in three areas: Purpose and Goals
of Education in General, Role of the Instructor, and Role of the
Student.
Because of the nature of personal development programs this
study involved three groups of faculty: one control group (N=25)
and two experimental groups. The first experimental group (N=17)
consisted of faculty who had participated in self awareness (SA)
programs. SA was defined as those programs which increased one's
awareness of their affective attitudes such as one's beliefs,
interests, feelings, appreciations, values, views, motivations, self
concepts, attitudes and moral commitments (Brown, 1975). The second
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group was comprised of faculty who had participated in self-realization
programs (N=6). Self-realization was defined as an experience of one's
basic nature, thought to be an absolute self characterized by by a
universal sense of unity. All faculty participating in this study were
volunteers from the six colleges and one university located in Western
Massachusetts. The profiles of the faculty groups which participated
in this study, and the variables investigated, were measured by
a) a faculty survey designed to gather demographic and personal
development data, b) a faculty questionnaire, to assess educational
perspectives, c) a retrospective comparative analysis component to the
faculty questionnaire, and d) an in depth personal interview with a
sample selection of faculty from each group.
Results of the study with respect to intra and inter group
perspectives on higher education were as follows: (1) The control
group (c) showed a) a slight preference for the experimental and
self-awareness models, b) a dissociation with the self-realization
model, and c) neither favorable nor unfavorable associations with
the other two models, classical and scientific; (2) The self-
awareness (E/SA) group had very strong associations with the
experimental and self-awareness models and a very weak association
with the self-realization model . Their identifications with the
classical and scientific models were neutral. (3) Comparisons
between the C and E/SA groups supported prior research and the
hypothesis that self-awareness programs do clarify and reinforce a
ix
persons views and perspectives. (4) The self-realization (E/SR)
group indicated a strong preference for all the educational models
and was the only group to discuss 'perennial' (self-realization)
perspectives in their interviews. (5) No significant relationship
was found in the retrospective questionnaire data to indicate that
involvement in personal development programs influenced faculty
perspectives on education. However differences between the present
perspectives of the control group and the experimental groups (E/SA
and E/SR) and interview data collected on self realization subjects
indicate that there may be changes in faculty views due to their
involvement in personal development programs. These conflicting data
suggest more research is needed in this area.
The results concluded in this exploratory study evidence some
differences in educational perspectives between the study's faculty
groups, namely the C group's slight preference for the experimental
and self awareness models, the E/SA groups strong preference for the
experimental and self-awareness models and the E/SR group strong
preference for all models. Furthermore this study added some under-
standing of how faculty perceive personal development programs (Self-
awareness and self-realization) and what influences they feel their
participation in these programs have had on their educational views.
x
CHAPTER I
INTRODUCTION
Background of the Study
Over the last decade, faculty development programs for
university and college instructors have been a growing priority of
administrators and faculty (Myrow, 1978). This is because many
educators recognize the importance of faculty development and its
relationship to providing quality education for students as well as
growth for individual teachers (Centra, 1976). Among the number and
types of faculty development programs being provided for instructors,
one finds that "although program titles and approaches vary widely
from one institution to another, their activities are generally
organized under the rubrics of organizational development, instructional
development and personal development" (Sorcinelli, 1977, p. 2).
Recognizing the need for faculty development activities,
however, has not led to a wholistic approach to programming. In
actuality, the sector which has drawn the most attention over the
years has been that of instructional development. In a nationwide
survey of over one thousand institutions throughout the United States
Centra (1976) concluded that "the majority of programs and practices that
1
2have been devised attempt to help faculty members grow in teaching
effectiveness by sharpening their skills and knowledge (p. 1). A
second approach in faculty development programming has been organiza-
tional development which for the most part has been considered and
incorporated with instructional development (Berquist and Phillips,
1975). And finally, the last and most neglected area of faculty
programming has been that of personal development.
The overall approach to the actual implementation of faculty
development programs has had an impact on faculty as it has helped
them to keep abreast with the most current events and innovations
within their profession. At the same time this emphasis on knowledge
of teaching methodology has neglected an equally important considera-
tion, i.e., the faculty's personal growth and development which can
be related to, but often lies outside the realms of cognitive methods
and material s.
This neglect is not surprising when we consider academia's
predominant perception of college and university faculty as dispensers
of information, and primarily oriented toward cognitive learning
(Edelfelt, 1975, Sorcinelli, 1977). This view is equally found in
the traditional didactic model of teaching which stresses "either
cognitive knowledge acquired primarily by memorization or mastery of
skills acquired primarily by repetition and practice" (Axelrod, 1974,
p. 10).
This perspective also is inherent in the definition which many
etymological scholars have given to the concept of 'education .
3Tracing this word back to its Latin rnot-- educere— which means 'to raise
or 'to rear', educators have interpreted and perpetuated a process
closely paralleling what Mortimer Adler (1942) has described as an
operative art. "The operative arts are those activities in which
a human being operates on nature to bring about some desired effect
which nature itself cannot achieve--the product would not have come
into existence without the direct and active intervention of human
intelligence" (p. 211). Indeed, the content of faculty development
programs have simply reflected the traditions of our educational
system.
In reaction to the predominant approach to higher education
faculty development, several new trends are emerging among colleges,
universities, and their faculties. Recognizing the absence of
personal development programs for faculty and the fact that "teaching
makes demands on the whole personality of the instructor" (Gaff,
1975, p. 17), faculty are themselves investigating personal growth
activities (Moss, 1980). Second, colleges and universities are now
discussing the issues of personal development (Centra, 1978;
Sorcinel 1 i
,
1977). Unfortunately, although personal development is a
widely discussed aspect of faculty development, considerably less
than half of the institutions responding the Centra's (1976, 1978)
survey on faculty development practices in higher education provided
activities for faculty members which served to foster personal growth
in their teaching lives. However, the fact that personal develop-
ment for faculty is "widely discussed" is an encouraging sign. Third,
4the nature and types of personal growth activities faculty are
participating in are continually expanding (Myrow, 1978). And fourth,
educational researchers are starting to investigate the influence of
personal development on higher education faculty (Sorcinelli, 1977).
As a result of these trends, there is a new horizon opening up in the
field of faculty development, as well as education i n general
,
which
is gradually introducing changes into our educational and research
approaches to teaching and learning.
Probably the foremost of these shifts is the growing concensus
among educators that there is educational growth for faculty (and
students) outside the context of learning cognitive skills and
knowledge and the operative model of education (Centra, 1978; Goldman,
1978; Myrow, 1978; Sorcinelli, 1977). The actual direction of this
perspective is not as clearly defined as its supposition. However,
many of these educators are discussing the mechanics of education in
terms of personal development either in the context of, a) the
existential view of self understanding (Morris, 1961; Myrow, 1978) or,
b) the process of assisting the growth of one's perennial nature
(Morris, 1961; Moss, 1971).
The former view stems primarily from the position that education
should help individuals determine who they are through a process
that increases self-awareness. This development requires:
. . . that the individual be permitted and be able to
express and disclose himself; that he be free to be
himself, to be open and honest in his expression of
himself and be able to explore, look at and evaluate
himself. Part of this process includes feedback from
others on how he is perceived by them. Finally, if
5or where the self-concept is inconsistent with what one
wants to be, with one's self-ideal, the individual can
attempt to change himself, to become more of what he
wants to be or is capable of being, to develop a positive
self-concept. (Patterson, 1973, p. 162)
Through this process a person is better able to make decisions
and reach a personal level of understanding not found through cognitive
devel opment.
Faculty programs incorporating this concept of personal
development first emerged in the early 1970's (Sanford, 1971). These
initial efforts, as well as later programs of this nature, were
designed to foster personal growth by expanding and exploring faculty
members' awareness and appreciation of their views, values, self
concepts and commitments (Berquist and Phillips, 1975; Brown, 1975).
The methodologies for promoting this growth have included faculty
interviews, interpersonal skills training, encounter groups, life
planning workshops and others (Berquist and Phillips, 1975; Goldman,
1978; Sanford, 1971). The idea of personal development through self-
awareness has gained increasing credibility among educators, and as
a result programs for fostering faculty's self understanding are
gradually being introduced and accepted into some traditional academic
circles. For example, articles recently published in the Journal of
Higher Education (1978, Vol . 49, No. 2), Journal of Teacher Education
(May-June 1978 and Sept. Oct. 1978), Liberal Education (Dec. 1977 and
March 1978), and Brain/Mind Bulletin (April 1979) have discussed and
documented the importance of self-awareness in faculty development.
6The latter perspective, one of self-realization, stems from
a less recognized theoretical interpretation of education's Latin
root, educare
,
which means to "draw out" or "lead from". This view
of educational development has been described as a cooperative art;
a method of "cooperating with nature, assisting it and facilitating
its customary procedures by watchful attention and timely prodding"
(Adler, 1942).
Programs for promoting faculty growth in the context of self-
realization have not been as fully recognized as those which promote
self-awareness. In fact, self-realization can be said to be the
less understood method of these two avenues of personal development.
Historically, the rudiments of the concepts of personal growth
through self-realization can be traced back to antiquity when they
were first formulated in the Vedic era of India about 1500 B.C.
Aldous Huxley (1970) has termed this theme the Perennial Philosophy
and explains its premise as:
Philosophy Perennis--the phrase was coined by Leibniz;
but the thing (philosophy)--the metaphysic that re-
cognized a divine Reality substantial to the world of
things, of lives and minds; the psychology that finds in
the soul something similar to or even identical with
divine Reality; the ethic that places humankind's final
end in the knowledge of the eminent and transcendental
Ground of A1 1 Being--the thing is immortal and universal.
(p. IV)
The main characteristics of this self-realization perspective
of personal development may be summarized as follows:
1) The basic nature of the universe (including every individual)
is consciousness, an absolute field of creativity, intelligence, joy,
7energy and fulfillment.
2) Enlivening and realizing this absolute nature of one's Self
is called self-realization or enlightenment.
3) Human potential is limitless.
4) Evolution occurs, physically and mentally, and is directed
by the natural inclination to expand one's knowledge. As individuals
increase their level of consciousness, they participate more fully in
their evolutionary process.
5) As individuals become aware of this Reality, consciousness,
they are motivated toward development, creativity and movement aimed
at the "higher Self." As a result of this growth they become in-
creasingly directed by their higher consciousness. What is called
inspiration or creativity is a breaking through to ordinary awareness,
these higher processes.
6) Full knowledge of the knower's absolute self is essential
for education because it alone provides the stable reference point
for the unrestricted flow of knowledge. It gives a common basis to
all disciplines and integrates all fields of knowledge with the knower's
experience (Mackley, 1973; Moss, 1980).
A Comparison: Self-Awareness and Self-Realization,
The idea of personal development through self-realization
represents a distinct difference from self-awareness in that self-
awareness, a) does not include the recognition of a pre-existent
nature within our human constitution and b) fosters the goal of develop-
ing an awareness of affective qualities which exist as part of a
8person's characteristics and patterns. This is in contrast to self-
realization which is, a) based on a perennial characteristic of one's
nature and b) fosters the goal of recognizing and experiencing this
absolute level of Reality.
Another notable difference between self-awareness and self-
realization lies in the degree to which academia has incorporated
these programs into faculty development. Self-awareness is a growing
part of faculty programs whereas self realization has yet to formally
be introduced. In fact most, if not all, faculty who have pursued
self-realization have done so on their own initiative through private
and public organizations (e.g.. International Meditation Society,
Self Realization Foundation, etc.).
The reasons for the lack of self-realization programs in higher
education are several. In the past, university and college faculties'
personal and professional attraction to self-realization was most
often greeted with skepticism, as this perennial perspective of human
development was shrouded in mysticism (Moss, 1980). Furthermore, it
was thought to have no real applicability to the development of
instructors or students. In fact, the most often labeled criticism
of educational approaches based on the cooperative self-realization
model has been the lack of relevance and substantiation surrounding
its metaphysical concepts, while its major weakness could be summarized
in one word, EXPERIENCE. R. D. Lang (1967) writes in his book. The
Politics of Experience: Persons and Experience, that
9Even facts become fictitious without ways of seeing the
facts. We do not need theories so much as the experience
that is the source of the theory. We are not satisfied
with faith in the sense of an implausible hypothesis
irrationality held, we demand to experience the evidence.
(p. 17)
John Dewey (1944) also emphasized this same position in saying
An ounce of experience is better than a ton of theory
simply because it is only an experience that any theory
has vital and verifiable significance. An experience, a
very humble experience, is capable of generating and
carrying an amount of theory (or intellectual content)
but a theory apart from an experience cannot be definitely
grasped even as theory, (p. 144)
As a result of these points of view, the developmental and
educational rationale used by advocates of personal growth in the
context of self-realization has been seriously doubted as they, in
the past, have been unable to produce the necessary evidence
(experiences) required to sway their critics. Without this direct
personal experience, many remained skeptical and these concepts
remained foreign. Likewise, research findings from various fields
(psychophysiology, psychology, etc., see Chapter 2) supporting self-
realization premises are often seen as unbelievable. "Each day
researchers make new discoveries, but some of these are rejected
because they point to interactions that are considered unacceptable
under the dominant scientific paradigms" (Pelletier, 1978, p. 15).
Because self-awareness has a different philosophical foundation,
which lies in the concepts of clarification, understanding and choice,
and deals with more tangible substances (views, values, etc., as
opposed to an Absolute Reality), it has not had to contend with the
same criticisms and explanations as self-realization. In fact,
the
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foremost rationalization advocates of a self-awareness perspective have
had to make is its applicability to faculty development (Myrow, 1978).
On the other hand, self-realization has had to justify its philosoph-
ical content, verify its experiences and explain its relevancy to
faculty development.
Now, however, a growing number of educators, higher education
faculty in particular, are re-evaluating the reasoning and rationale
of these various positions in order to fully determine the nature and
limits of human potential (Moss, 1980; Natsoulas, 1978). This
reassessment has been motivated by a new wave of knowledge embodied
in personal development techniques and programs incorporating what
might be called "perennial" or self-realization experiences which
are being introduced from the East and developed here in the West
(Pelletier, 1978). The resulting effect of this phenomena has been
three-fold. One, those faculty who have been clinging to perennial
positions through the years are now gaining a fresh wave of experiential
support for their perspectives on education and human potential
through programs which promote self-realization. Second, some
academic fields are developing models which parallel perennial
concepts lending further credence to the cooperative model of education
such as psychology's self-actualization theory and physics' quantum
mechanical theory (see Review of Literature, p . ( 61). And third, some
of those faculty who have previously dismissed perennial considerations
are now participati ng i n experi ential programs and techniques for self-
realization and as a result are supporting the perennial premise of
education.
11
With the increase in interest and support for self-realization
experiences and their application to faculty development, this study
included self-realization as well as self-awareness as part of its
research content. As such it focused on the impact of both self-
awareness and self-realization experiences on faculty members'
educational beliefs and perspectives. In this way, it is hoped that
as institutions consider personal development programs for their
faculty, this study's content and findings will provide them with a
broader perspective and deeper understanding of the subject, and aid
them in their decisions.
Purpose and Significance of the Study
This study was undertaken in order to more fully delineate
and differentiate the personal views and values of higher education
faculty who have and have not participated in structured personal
development activities, including programs which promote self-awareness
and self realization. Also, this research investigated the possible
relationship between the educational perspectives of faculty and their
participation in personal development programs or lack thereof.
Assessing the nature of educational perspectives held by higher
education faculty and developing profiles for the groups involved in
this study is important for a number of reasons. Fi rst , although
there has been an increasing interest and call for personal development
research and activities for higher education faculty, this area has
only received token attention by higher education institutions.
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Recognizing this situation, this study endeavored to help clarify the
role and contribution personal development can and is making towards
faculty development. This point becomes of even greater importance
when one considers that there is an intimate relationship between
individuals (faculty members) and their professional ideas and ideals
(Combs, 1977).
Second
,
just as the whole of personal development for faculty
has been neglected, so too have the different avenues which promote
personal growth. This investigation sought to clarify and differentiate
the role and perceived influences two primary categories of personal
development (self-awareness and self-realization) have had on faculty
views and values. As a result of this unique approach to personal
development, this research study offers a clearer understanding of,
a) the nature of personal growth, b) the various approaches to its
development and c) the views and values of faculty who have not
participated in personal growth activities.
Thi rd
,
when research shows relationships between personal
development programs and faculty views and values, it will foster
further investigation into specific behavior changes in the classroom
that might also be occurring with faculty.
And Fourth , the more information that is known and made avail-
able on the subject of personal growth in the context of faculty
development the more able decision makers will be to judge the value,
applications and relevance of such programs to their particular
situations.
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Overview of the Study
In order to fulfill the purpose of this study, five main steps
were taken. First, the researcher formed three groups of higher
education faculty: a self-awareness group, a self-realization group,
and a control group. These groups were formed and distinguished on
the basis of the responses given on a faculty profile survey sent to
420 faculty from various colleges in the state of Massachusetts.
The second step involved categorizing the educational views and
values of each faculty member participating in the study. This was
done by analyzing the faculty questionnaire filled out and returned
to the researcher at the same time as the faculty survey form. This
questionnaire solicited faculty views and values on what they perceive
to be, a) the goals and purposes of education in general, b) their
role as an instructor and, c) the role of students.
The third undertaking of this study was to assess the influence
personal development programs (self-awareness and self-realization)
or lack thereof have had on faculty views and values. This was
accomplished through a retrospective comparative analysis sent to,
filled out and returned by faculty at the same time as the faculty
survey and questionnaire.
Step four involved a semi-structured interview conducted with
20 randomly chosen faculty who had agreed to participate in the study.
These interviews solicited the same information as gathered in steps
two and three, only in an interview format. This procedure was designed
to gain a deeper and more thorough understanding of the study
participants' educational view and values.
14
The fifth and final step considered compiling and assessing the
data collected. This included an analysis of a) the similarities
and differences found within each experimental group, b) the degree
to which these findings compare with the findings of the other study
groups and, c) how faculty participation in personal development
programs (self-awareness and self-realization) or lack thereof, in-
fluenced their present perspectives. This was accomplished by
comparing faculty views and values held previous to their involvement
in personal growth activities or seven years ago (control group).
Limitations of the Study
Due to its content and design, this study had several inherent
limitations. First, this study dealt with the views and values of
full-time higher education faculty from seven higher education
institutions in Massachusetts. All faculty volunteered to participate
in this research project. As such, the generalizations that can be
inferred will be somewhat limited to the types of faculty who volunteer
and the area from which they come.
Second, the design of the study incorporates the use of a
survey, questionnaire, and interview for collecting data. Although
these methods yielded sufficient and significant information they did
not afford the researcher other methods of collecting data, namely
observation and standardization of tests. The reason for this limitation,
15
however, was one of circumstance. The researcher did not have the time
to observe all the study participants, and standardized tests in
this area have not yet been developed.
Finally, this area of research is in its infancy. To date there
have been few investigations into the values and method of personal
development among higher education faculty. Even fewer studies have
been initiated with regards to the influence of personal growth
programs (self-realization programs in particular) on faculty
perspectives. Consequently, this investigator had to develop this
study from the beginning, piloting each step of progress. This
situation is viewed as somewhat limiting by the researcher because he
cannot use other studies, their designs, methods, instrumentations,
procedures and results. This study's findings are interpreted in
light of these limitations.
Definition of Terms
For the purpose of clarification and understanding several key
words and phrases used in this study are defined. These terms are
faculty development, personal development, self-realization, self-
awareness, perennial perspectives.
Faculty development is a process of "enhancing the talents,
expanding the interests, improving the competence and otherwise
facilitating the professional growth of faculty" (Gaff, 1974, p. 8).
Personal development is an inclusive term used to refer to
activities designed to foster personal growth in the context of
self-
16
awareness and/or self-realization, (see following definitions)
Self-awareness
, in this study, is synonymous with affective
growth. This development is aimed at increasing a person's awareness
of one or several "variables such as beliefs, interests, feelings,
appreciations, values, motivations, self-concept, attitudes, adjustment
and moral commitments" (Brown, 1975). This development requires that
the individuals express, disdlose, explore and evaluate themselves
including feedback from others on how they are perceived by them. In
this way they can attempt to change themselves, i.e., to become more
of what they want to be or are capable of being (Patterson, 1973).
Self-realization
,
for the purpose of this study, refers to
experiences in which individuals perceive their personal identity as
one and the same as the ultimate reality of life said to be
consciousness, a field of absolute unity, universality, creativity,
joy, intelligence, energy and fulfillment. The main idea embodied in
this concept entails, "not philosophy or metaphysics but rather an
experience that is attested to, often in paradoxical form, because the
experience is said to be one of oneness yet the reporter must tell of
the experience in terms of time and space" (Markely, 1973).
Perennial Perspectives is a phrase which will be used in this
study as it relates to the foundations of self-realization. It is
meant to embody the Perennial Philosophy which maintains that Reality
is transcendental to materialism including the field of thoughts,
emotions and values; it is pure Being or consciousness. Also included
in this perspective is the idea that human consciousness, due to its
17
nature and as a manifestation of pure Being, is capable of experiencing
this absolute field as its essence. Furthermore, as this experience
grows, individuals experience greater degrees of happiness, health
and harmony.
Self-Actual ization is a term, if not coined by Abraham Maslow
than certainly he is its chief proponent, which refers to the goals
of both self-awareness and self-realization. As such it will be used
in this study in the following manner.
Self actualization may be loosely described as the
full use and exploitation of talents, capabilities,
potentialities, etc. Such people seem to be fulfilling
themselves and to be doing the best that they are
capable of doing. . . They are people who have developed
or are developing to the full stature of which they are
capable (1954, p. 23).
The important point in comparing self-awareness and self-
realization in terms of self-actualization is their respective concepts
of one's "full stature". Self-awareness holds that one's "full
stature" is open ended and needs to be resolved whereas self-
realization feels one's "full stature" is absolute Being and needs
to be experienced.
CHAPTER II
REVIEW OF LITERATURE
Because the area of personal development for higher education
faculty is a new consideration in education, information about programs
and research remains scarce and in scattered form (Centra, 1978; Rog,
1979; Sorcinelli, 1977). This study includes self-realization within
the larger area of personal development, and on this topic, sources of
data become even more rare (Moss, 1980; Pel li tier, 1978). In order
to gain a comprehensive perspective on the field of personal develop-
ment in higher education, then, this chapter will synthesize primary
sources as well as a variety of supportive materials. As such, this
chapter reviews information about personal development from two major
perspecti ves.
The first section of this chapter reviews the Rationale and
Rewards of Personal Development for faculty under three sub-sections
entitled: Personal Development for Instructional Effectiveness;
Relationship Between Personal Development of Faculty and Students; and
Personal Development for Personal Fulfillment. The second major
section will review Personal Development in Faculty Literature . This
section will be divided into four sub-sections: Faculty Views and
Values; Self-Awareness As Personal Devel opment; Sel f-Real i zation As
18
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Personal Development; and A Comparison of Self-Awareness and Self-
Realization Programs for Faculty.
Rationale and Rewards of Personal Development
The effectiveness of early faculty development programs has
been questioned by spokesmen in the field. Berquist and Phillips
(1975) reflected that, for the most part, initial "efforts at faculty
development were either largely cosmetic in nature or based at least
in part on faulty assumptions about the way in which faculty, as
well as students, learn, change and grow" (p. 5). But despite these
shortcomings, teachers still wanted inservice and developmental
programs which would help improve their instructional effectiveness
and enhance personal growth (NEA 1973-74, Assessment of Teachers).
Because of faculty members and other educators' interest in
improving and providing better quality programs for instructors,
faculty development programs have matured. And, as research has
suggested, the effects of these programs are becoming increasingly
important in fostering better education for students in higher
education institutions (Flanigan, 1978; Myrow, 1978). This is
particularly true with regard to faculty programs which have in-
corporated a personal growth component. In these instances, personal
development for faculty has led to improved instruction, personal
development for students and personal fulfillment for the faculty
themselves (Moss, 1980; Sorcinelli, 1977; Wilson and Gaff, 1975).
The idea of a relationship between personal development of
faculty and instructional effectiveness is not new. What is new.
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however, is the growing appreciation of the idea that instructional
improvement could be enhanced if "both the personal and professional
development of faculty members could be addressed and integrated"
(Sorcinelli, 1977, p. 5). Ack (1973) touched on the importance of
this point in a paper presented at Michigan State University, East
Lansing, when he said that "teachi ng— 1 ike all significant behavior—
is a reflection of intimate aspects of the personality" (p. 7). As a
result of this simple observation, which has in the past been partially
recognized but never fully appreciated, this perspective is now
developing as a rationale for the personal development of faculty,
i.e., instructional development programs will be more effective if
they promote and explore personal components such as faculty views
and values and personal growth activities (Berquist and Phillips,
1975; Rog, 1979).
A second factor related to the personal development of faculty
is the emerging realization that when instructors evolve as persons,
they begin to understand and appreciate this personal development
process more fully. Consequently, the experience encourages and
allows them to more fully facilitate their students' personal growth
(Combs, 1977).
Finally, personal development experiences for faculty seem
to be fulfilling in and of themselves as a process for fructifying
one's potential (Anthony, 1973; Ornestine, 1975). This point is
particularly salient in light of the intimate relationship between
the faculty member, his desire to evolve and mature, and his personal
growth.
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In order to understand and appreciate the above reasons for
the increased emphasis and role personal development is playing in
faculty programs, each aforementioned point will be elaborated. In
this way, the reader will gain a clearer idea of the significance of
self-development for faculty, as well as a format for reviewing
literature and research on the subject.
Personal Development for Instructional Effectiveness.
Educators have long been interested in instructional effective-
ness (Berquist and Phillips, 1975) as it represents a measure of the
success of their endeavors. Consequently, studies in this area,
particularly on teaching methods and materials, have played an
important role in faculty programs. One of the salient points brought
out by some of the recent research (I960 1 s-1970' s) has been the
importance of instructors' personal development and its influence on
their effectiveness as teachers. "If efforts to improve the quality
and effectiveness of teaching are to succeed it is imperative
that the attitudes faculty hold toward their own teaching. . . and
other related areas be explored" (Rog, 1979, p. 3). Combs (1974)
found that more effective teachers differ from less effective teachers
in their attitudes, sensitivities and beliefs. His studies, further-
more, found that good teachers perceived themselves differently than
poor teachers. "Compared to poor teachers, good teachers see
themselves as more adequate, trustworthy, wanted and identified with
others. Their beliefs about themselves, their self-concepts, are
different from, and more adequate than, those of poor teachers
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(p. 212). In short, more effective teachers have a better self-image
of themselves, which is, in turn, related to their ability to be
successful in their teaching endeavors.
In a similar study conducted in 1976 by Berliner and Tikunoff,
more and less effective teachers were differentiated through variables
relating directly to the teacher's personal development and inter-
personal style. Their findings concluded that many teacher mannerisms
that were observed during the course of instruction appeared to be
related to the teachers' own needs, conflicts, and behavior patterns.
Additionally, those teachers who displayed a greater degree of
personal development, stability and interpersonal style were found to
be the more effective teachers (Berliner and Tikunoff, 1976; Myrow,
1978).
Another investigation, which included, among other components,
measurements to assess the relationship between personal development
and instructional effectiveness with higher education faculty, was
conducted at the University of Indiana. Although only a small sample
of instructors were used in this study, its findings nevertheless
support previous research. Sorcinelli (1977), in coupling a personal
development component with an instructional model, found that the
experimental subjects who participated in the personal growth activities
underwent several significant changes related to their abilities to
teach more effectively. These changes, as noted in her summary
findings, included: 1) improvement related to organization and
clarity; 2) increased student involvement in the classroom; and 3) an
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increased integration of personal growth in faculty with growth in
their professional skills as teachers (p. 135).
Another significant point brought out by this study was that
the students of the faculty members involved also "corroborated
faculty perceptions of change in teaching skills and behaviors. An
approximation of responses indicated that between one-third and one-
half the students saw significant improvement in skills and
behaviors. . . " (p. 134).
These studies serve to confirm the role, importance and benefits
of personal development and its effects on instructional effectiveness
previously suggested by other educators such as Hildebrand and
Wilson (1971), McKeachie (1963), and Rosenshine (1971). As such, it
can be concluded that in order to maximize the effects of faculty
programs, the personal development of instructors should be taken
into consideration.
Relationship Between Personal Development
of Faculty and Students
Abraham Maslow, one of the foremost humanistic psychologists of
his time, was a leader in fostering the concept of personal growth.
In 1962 he wrote:
When a person understands himself he will understand
his basic needs and his true motivation and will learn
to behave in a manner which will satisfy those needs.
Self-understanding will also enable one to understand
and relate to other people more effectively. If the.
entire human species has the same basic needs, then it
follows that self-understanding leads to understanding
of the human species, (p. 60)
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If self-understanding leads to the understanding of others
than this level of knowledge has a direct benefit to education. In
particular, faculty who have experienced this personal growth will
be in an advantageous position to foster this understanding within
their students. According to Dr. Patricia Cross, in a presentation
mdade to 3,000 educators at the National Conference on Higher
Education (1973) , this is exactly what most students want and need, i.e.
To achieve deeper levels of self-understanding.
To develop open and trusting relationships.
To identify and pursue personal goals.
To develop a sense of self-worth and confidence.
This point was further substantiated by a three-year investiga-
tion by Wilson and Gaff entitled College Professors and Their Impact
on Students (1975). In this study, these researchers found that
students felt a need to ". . . acquire appreciation of the value of
intellectual inquiry, increase their sensitivities and awareness,
develop a personal philosophy and outlook on life and grow and
develop as whole persons" (p. 198). Another very important and
compatible finding in this investigation suggested that students'
development in this area were strongly interrelated with the personal
development of their teaching faculty. This finding clearly indicates
the parallel between a faculty member's own personal development
and their ability to foster the desired personal needs of their
students.
Sorcinelli (1977) also drew a similar conclusion in her study
with higher education faculty. In summarizing her findings on the
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on the effects of integrating a personal growth component (teaching
consultation model) in faculty development she wrote:
It seems that the more aware faculty become of their own
feelings and needs, the greater their ability to under-
stand students' feelings and needs. Participants appear
to be more knowledgeable of students' affective and
cognitive concerns, to interact more closely with students
and to view their students as partners in the teaching and
learning process, (p. 135)
These studies concur with other researchers in the field (Goldman
1978; Myrow, 1978; Wilson and Gaff, 1975) in that they all agree on
two main points: 1) students are in need of and desire a personal
growth component to their education. That is, they look beyond the
acquisition of cognitive knowledge as being the purpose of education
to those conditions (personal growth experiences) which studies have
shown to be equally important in the developmental process (Cross,
1973; Wilson and Gaff, 1975). And 2) teachers, in order to facilitate
the personal development of their students, need to embo.dy and exemplify
the characteristic indicative of this development (Sorcinelli, 1977;
Wilson and Gaff, 1975).
Personal Development for Personal Fulfillment.
"The philosophy behind personal development generally is that
teachers and administrators are, first and foremost, evolving,
maturing persons. . ." (Myrow, 1978, p. 49). Because of this situation
it is difficult, if not impossible, to segregate or isolate an
educator's personal and professional development into separate
compartments. Most teachers, in fact, see their professions as a
medium through which they can develop their potential and realize some
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degree of personal fulfillment (Moss, 1980; Rog, 1979). This principle
of growth toward personal fulfillment through personal development
has been discussed by humanistic psychologists for several decades,
i.e., one of humankind's primary drives and goals is to discover
their selfhood and to fructify their potential and fulfillment through
this process (Maslow, 1972; Rogers, 1951). But because of a lack of
knowledge of what comprises self-development it has, until recently,
remained on the fringe of educational endeavors. As Jung once said:
Space flights are merely an escape, a fleeing away from
oneself, because it is easier to go to Mars or to the
moon than it is to penetrate one's own being (Markely, 1973, p.10).
Now, however, academia is beginning to focus on the exploration
of the self as a means of satisfying needs outside the realm of
instructional programming in order to fulfill all aspects of faculty's
lives. Dwight D. Allen (1973) former Dean of the School of Education,
University of Massachusetts, in a presentation on "Teaching Twentieth
Century Teachers," said that "Learning must be approached as a task
designed to release human potential; to draw out the talent capabilities
of every man, woman and child" (p. 7). Likewise, Maccoby (1974)
suggested that "education should reinforce the natural development
of the self" (p. 80)
.
At the present time, many of the personal development components
that are being introduced to faculty are in the context of self-
awareness programs (Bergquist and Phillips, 1975; Goldman, 1978).
However, these endeavors will continually expand into other areas as
more research and attention is devoted to the myriad of possibilities
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for growth toward personal fulfillment through personal development.
In summary, this literature and review strongly suggests that
higher educational institutions, faculty and students all gain from
the rewards of instructors engaging in personal development. This is
particularly true when one considers that "faculty members are the
most important resource of a college or university" (Bergquist and
Phillips, 1975).
Personal Development in Faculty Development Literature
Personal development in higher education faculty development
has in the past encompassed endeavors to describe, research and/or
facilitate a variety of personal variables within the affective
domain and, to a more limited degree, experience of one's basic
nature. However, as an area of study this entire territory is a new
consideration in the field of faculty development. There are few
situations and programs that have actually been researched for
specific results, implications and influences. As Wilson and Gaff
(1975) noted in their book, College Professors and Their Impact on
Students :
Reliable information about faculty members' activities,
attitudes and values is surprisingly limited. Relatively
few empirical studies of faculty have been conducted. Of
the studies that have been made, only a few have obtained
data directly from faculty members themselves and only a
handful have included more than one institution (p. 4).
Similar conclusions were drawn by Goldman (1978), Semans (1975),
Sorcinel 1 i (1977) and Rog (1979). In fact, Rog (1979) who did an
extensive review of the literature on this subject found that Research
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studies focused on technical data and methodological aspects of
teaching, teaching effectiveness, faculty-student relations and
evaluation of teaching are numerous, but studies which seek informa-
tion from faculty relative to their attitudes toward such issues or
toward themselves as teachers are rare" (p. 3).
The current (1981) status of research and literature on personal
development for higher education faculty has only slightly improved
over the past few years. Yet, it is important to recognize that this
area of programming is still in its infancy, and those educators
presently investigating the variables and relations between teaching
and personal growth are pioneers exploring a new frontier.
In reviewing what literature and research is available on
personal development this section of the chapter will divide the
existing body of knowledge into three sub-sections. First, Faculty
Views and Values will explore research and literature related to the
personal development of faculty, but not in association with any
specific personal development program.
Second, Self-Awareness as Personal Development will describe
literature and studies on self-awareness programs in faculty develop-
ment. One finds most of the programs and research on personal develop-
ment for faculty in this area. Through a variety of methods including
self science education, humanistic psychology, encounter groups,
faculty interviews, life planning workshops, interpersonal skills
training and personal growth workshops, faculty are given opportunities
to more fully expldre,' understand and become aware of their feelings,
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concepts, values, philosophies, etc. By such participation it is
hoped that the experience, under proper guidance, will lead to,
1) a fuller awareness of one's self as a person and professional,
and 2) a broadening of educational perceptions and experiences which
will in turn enhance teaching abilities (Bergquist and Phillips, 1975;
Sorcinelli, 1977).
The final area of literature and research reviewed is that of
Self-Realization As Personal Development. Although an area for
discussion and of relevance to the personal growth of faculty, this
area is the least researched of the three. In fact, few if any higher
education institutions have implemented programs to foster self-
realization among faculty; programs which would allow faculty to
experience their selfhood in terms of a universal sense of unity,
creativity, intelligence, joy and fulfillment. For this reason much
of the literature and research reviewed in this section will be
complementary to the field of faculty development as opposed to being
directly related to it.
Faculty Views and Values
.
In considering faculty views and values outside the context of
personal development research, this investigator found that although
this subject is presently attracting more attention, the past has little
to offer in terms of concrete studies. It is even more surprising
that this situation has perpetuated itself for so long when we consider
the recognized importance of this area over the years.
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(Although) the author includes a section on attitudes,
values, and personal satisfactions in teaching, he is
forced to write on the basis of his impressions; he can
cite no research on this topic whereas his bibliography
for the chapter as a whole is massive. (Gage, 1963, p.
In summary, although publications relating to college
and university faculty are plentiful researchers agree
that nearly all are focused on general observations of
the professorate and their academic backgrounds and
status rather than survey or experimental data on faculty
attitudes, satisfactions, beliefs and values.
(Sorcinelli, 1977, p. 18)
This researcher's experience in investigating the area
confirmed the above observations. Only two studies were found to
apply to the educational views and values of faculty. The first study
was conducted by Wilkerson (1977). Although this research did not
deal specifically with the immediate concerns of faculty perceptions
of themselves, their students and the purposes and goals of education,
its findings do offer information related to the subject. One of
the findings concerns the role of faculty. In interviewing her
study participants, the investigator found that 82% of the humanities
faculty chose the instructor centered mode of teaching. This choice
of instructional mode implies that the faculty see themselves as
authorities in the field and disseminate information accordingly.
However, at the same time Wilkinson found that these faculty used
styles that were open, and involved their students. Combined, the
findings indicate that as instructors, faculty view themselves in
the traditional ideal of authority figures, with the added element
of personal interaction. These findings point out that faculty views
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and values toward themselves as teachers are unclear or conflict, and
as such, call for further research.
A more elaborate study dealing specifically with higher
education physical education faculty views and values was conducted
by Rog (1979). This study actually investigated a wide variety of
faculty views and values but included references to the purposes of
teaching, self concepts, and changes needed to improve instructional
effectiveness. The subjects for this study were full time
faculty at three New England higher education institutions. School A
was accredited for BA degrees. School B was accredited for BA and
MA degrees and School C was accredited for BA, MA and PhD degrees.
Although all the subjects involved in this study were physical
education faculty, Rog states that his subjects expressed "views on
teaching which are similar to other faculty in higher education"
(p. ix).
Some of Rog's findings which are of particular significance
are reported below.
1. 36% of the sixty-five faculty responding to the purposes
they try to achieve as teachers, felt their goal as encouraging
interest and enthusiasm in the area of study. 32.2% felt to provide
knowledge of their subject and 10.8% felt that their purpose was to
meet personal needs of students; the remaining % were diversified
(p. 85, chart #23)
.
2. When 91 faculty were asked about the competencies they
needed to fulfill their purposes, 36.3% said knowledge of their
subject,, 20.9% said personal qualities; 17.6% referred to inter-
personal skills and 25% mentioned skills in instructional techniques.
The remaining % were diversified (p. 87, #24).
3. In considering what 58 subjects felt were their greatest
strengths as teachers, 36.2% said personal qualities; 24.1% said
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knowledge of subjects; 19% interpersonal skills and 10.3% skills in
instructional techniques. The remaining % were diversified (p. 90,
#26).
4. 60 faculty responded to the question on what they would
like their colleagues to say about them as teachers. The results:
36.7% said personal qualities, 16.7% knowledge of the subject,
13.7% their students achievements and the remaining % diversified
(p. 114, #37).
5. And finally, when asked about what changes have they
attempted in trying to improve their courses, 77 faculty responded.
40% said content-subject matter changes; 29.9% instructional/
methodological changes; 15% planning/organizational changes; 10%
student centered changes and 3.9% feedback/evaluation changes. 0.0%
said changes in interpersonal skills.
These findings are significant to the field of faculty develop-
ment and particularly this researcher's study for several reasons.
One, they point out the importance faculty place on personal develop-
ment (i.e., their interpersonal skills, self-concepts, personal
qualities, etc.). Two, faculty perceptions do not appear to be
consistent in what they feel are the goals of education, their
competencies to fulfill these goals, their self-concepts and changes
for improving instruction. That is, there does not appear to be a
grouping, major categorization or some preference among the responses
given. This is despite the fact that all the faculty participating
in this study were from one academic area, physical education. And
three, further investigations are necessary to help clarify this
whole area of faculty development, i.e., personal development of
faculty, its role and importance.
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Self-Awareness and Personal Development for Faculty.
Self-awareness is aimed at increasing a person's awareness of
one or several "variables such as beliefs, interests, feelings,
appreciations, values, motivations, self-concepts, attitudes,
adjustment and moral commitments" (Brown, 1975, p. 173).
The philosophical foundation of this approach to personal
development is based on the belief that "we are in a world faced with
the task of finding out who we are" (Morris, 1961, p. 88). This
process of "finding the self" is generally facilitated through an
examination of the choices we make and an understanding of our
values, attitudes, behaviors, etc. As this process fructifies, growth
towards this goal results in persons 1) being more aware of them-
selves, 2) establishing their own identity, 3) taking responsibility
for how they live and 4) being able to accept, communicate and
interact more harmoniously and effectively with others, i.e., inter-
personal relations are enhanced (Morris, 1961; Rychlike, 1973).
This latter point is one that stands out as particularly
important to educators and one which has been verified as contributing
to instructors' personal and professional lives (Goldman, 1979;
Myrow, 1978; Sanford, 1971; Sorcinelli, 1977).
Among the first to implement and research this area of personal
development in colleges and universities was Nevitt Sanford (1971),
director of the Wright Institute, Berkeley, California. Through the
use of in-depth interviews Sanford attempted to explore higher
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education faculty's personal and academic histories, attitudes
towards teaching, students' discipline and instruction. In addition,
the interviews also encouraged discussions of the assumptions,
philosophies, '.attitudes and values which influenced faculty's teaching
lives. The interviews lasted an average of three hours each and
included the participation of over three hundred faculty from a
variety of colleges and universities.
The objective of this study was, as Sanford explained, "the
achievement of greater awareness on the part of the professors of
themselves and what they do--of their philosophies, objectives and
styles of teaching" (p. 367). Through this process, it was hoped
that as faculty increased their self-awareness, this development
would in turn lead to a greater understanding of others, particularly
students:
Increased awareness on the part of the professor leads to
his seeing his students in a new light; the more familiar
he is with his own feel ings--his anxieties and misgivings,
as well as his sati sfactions--the greater his ability to
understand what students are thinking and feeling; and
the greater the latter the more conscious of his classroom
behavior and the more able to evaluate his work will he
be. (p. 367)
At the conclusion of his study, Sanford felt that it was
successful in that there was a unanimous consensus among all
participants that they benefited from the experience. Faculty
members felt that they were given an opportunity to discuss and
reflect on personal issues that were given little attention in the
past and yet were of importance to themselves and their teaching.
They felt their sensitivies and feelings heightened with regards to
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their values and experiences,
. . in short, a process leading to
greater self-awareness was set in motion" (p.368). This study,
although important for its findings, was even more significant because
it marked a subtle but dramatic shift in approach to faculty
development. It introduced something other than instructional or
organizational skills into faculty programs.
This same theme of self-awareness has also been affirmed in
other research and literature. Berquist and Phillips (1975), in
A Handbook for Faculty Development II
,
suggested that in order to
truly develop an effective faculty development program an equal
emphasis must be placed on fostering self-awareness in conjunction
with other components:
A comprehensive program of faculty development is
consequently one which provides training for faculty
in improved classroom performance, which assists the
faculty member in developing a supportive environment
within his academic organization, and which allows him
to examine and reflect on his own personal values and
attitudes as they influence his professional life.
(p. 6)
These authors furthermore suggested that in order to facilitate
faculty's personal growth institutions should develop strategies such
as teacher support groups and seminars on values clarification. They
argued that an effective faculty development program must deal with
"the attitudes of faculty members as well as with related values,
philosophies and self-perceptions" (p. 5).
A study on personal development in an instructional improve-
ment program which seemed to confirm this position was conducted by
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Sorcinel 1 i (1977). Data generated from the Personal Orientation
Inventory (which measures personal growth in terms of self-actualization),
a self-report questionnaire and personal interview, found that:
1. A majority of experimental subjects described a heightened
self-awareness and as a group showed more growth towards self-
actualization than did the control group.
2. Participants appeared to have a greater awareness of their
values, attitudes, and teaching styles as well as an increased
awareness of improved interpsonal functioning with students.
Another study conducted in 1978, which measured the potential
and actual effects of a different personal growth component (trans-
actional analysis) on higher education faculty, also suggested self-
awareness as a viable educational consideration. In discussion the
potential effects of such a program, Myrow pointed out in the
Journal of Teacher Education that:
When teachers and administrators are seen as evolving
persons who are seeking self-understanding as well as
professional effectivness
,
a significant avenue for
professional development is opened. With grounding
in an applied theory of human development and per-
mission to learn about themselves as well as their
students, teachers and administrators can increase
their self-awareness and interpersonal effectiveness
in ways that affect everyone in schools, (p. 52)
These points were further confirmed in Myrow's summary. In
measuring the impact of the program, it was found that participants
identified several effects. Among them were: a greater awareness
of their own behavior; greater understanding of their personal
development; increased ability to relate to family, friends,
colleagues and students. In conclusion, Myrow suggested that from
his perspective self-awareness "can link theory with practice, and
it can link teachers with training. It may be the missing link"
(p. 52).
In another study conducted in 1978, Goldman measured the
effects of an Instructional Improvement Workshop which contained self-
awareness components on the personal development of the participating
faculty. The particular personal growth focus was "personal values
and life plans" as described by Berquist and Phillips (1975, pp. 250-
252).
The results of this investigation concluded that the exercises
in personal development did in fact have an effect on faculty as they
"facilitated the personal growth of its participants in comparison
with an appropriate control" (p. 257). Specifically, there were
measuable and significant changes in the following categories as
asserted by the Personal Orientation Inventory: Inner Di rectedness,
Self-Actualizing Values, Existential ity. Feeling Reactivity,
Acceptance of Aggression, and Capacity for Intimate Contact.
In summarizing the research and literature on self-awareness
and faculty development, it is clear that these efforts to promote
the personal growth of instructors are significant to education and
educators. The results of these studies have indicated an impact on
a variety of areas which have been validated as important in the
higher education processes including changes in perceptions, values,
goals and interpersonal skills. In addition, many of the faculty
participants agreed that they enjoyed such growth in self-awareness
and the workshops that promoted the growth (Goldman, 1978; Myrow, 1977
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Sanford, 1971; Sorcinelli, 1977).
Self-Realization As Personal Development
Although the studies involving personal development through
self-awareness have provided and contributed much to the field of
faculty development here are several questions which remain unclear.
First, are these influences, perspectives and benefits unique
to programs which promote self-awareness or are they indicative of
all personal growth programs? In particular, how do they compare
with self-realization programs? Second, what specifically are the
conceived views and values of those faculty who have received self-
awareness training in regards to a) their educational philosophies,
b) their roles as instructors, and c) their students? And third, how
do these perceptions compare with other faculty who are practicing
personal development programs in the context of self-realization,
and those who are not and have not been involved in any self-develop-
ment endeavors? Given these questions, and the potential of self-
realization programs to make as viable a contribution as self-
awareness programs to the field of faculty development, self-
realization as a method for personal development will be explored
here.
In the previous section, research and literature supported
the importance and contributions self-awareness programs hold for
faculty's personal and professional development. However, at the
presehttime some faculty seeking further growth are pursuing personal
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development through other means, i.e., self-realization. The
interest in alternative programs for personal development, from this
researcher's perspective, seems to have several motivations.
First, the present approaches to personal growth (self-awareness)
do not include a method for developing an individual's basic perennial
nature, i.e., consciousness (Moss, 1980). Self-realization, on the
other hand, is based on the perennial position that humankind has,
as its basic nature, consciousness, an absolute Self characterized
by a universal sense and experience of creativity, intelligence and
joy. Programs fostering growth towards this realization are attracting
faculty as they can increase and expand one's consciousness (self-
realization). This provides an added dimension to faculty's develop-
ment that is not found in self-awareness programs.
Second, there is increasing research by professionals in a
number of academic disciplines that suggest that the effects of self-
realization can be very beneficial to personal and professional
growth. For example, some physicists strongly suggest in quantum
mechanical theory that the unifying basis of manifest creation may
be the field of consciousness, which is a departure from the physical
orientations of the past (LeShan, 1974; Pelletier, 1978). Physiologists
likewise suggest that the human is inestimable richer and extra-
ordinary than the mechanical visions of the past ever imagined (Benson
and Wallace, 1972; Bloomfield, 1975; Progroff, 1963; Wallace, 1970).
These changes in perception, as well as other supporting views from
psychology and psycho-physiology, have even prompted some researchers
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to suggest that the emerging image of modern humanity bears a strong
resemblance to the images of humankind portrayed in perennial
philosophies (LeShan, 1969; Markly, 1973; Maslow, 1968).
These suggestions are also being discussed in current periodicals
(Scientific American , 1979; Psychology Today , 1979; Smithsonian , 1978)
and as such provides a continuous exposure for this topic. Since
academics are primarily consumers of this literature, it is a likely
supposition that faculty are being prompted to investigate the nature
of the benefits and claims being made.
Third, the present dilemmas facing educators (teacher burnout,
lower student achievements, faculty unrest, etc.) have seemingly evaded
attempts to eliminate them (Moss, 1980). Although self-awareness
programs have made a contribution to solving these problems (Myrow,
1978; Sorcinel 1 i , 1977) some faculty, it appears to this researcher,
are looking in the direction of self-realization to further diminish
these persistent problems.
And finally, some faculty, despite their attempts and those
of their higher education institutions, are not feeling personally,
and in many cases, professionally fulfilled (Moss, 1980). This has
led, on their part, to a search for a form of fulfillment outside the
context of programs being offered by their institutions.
For these reasons, and possibly others not yet perceived by
this investigator, self-realization appears to be gaining a certain
degree of popularity among faculty members. Although this
interest
is not overwhelming education at the present, it is
gaining momentum
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and deserves further attention (Pelletier, 1978).
In order to understand the nature, foundation and educational
implications of this interst in self-realization, this section will
review pertinent literature and research from various areas. This
approach is taken because, just as information regarding the personal
development of faculty has been scarce, the information specifically
on self-realization and faculty is virtually non-existent . Therefore,
the following section will consider complementary material from other
disciplines (philosophy of education, experiential literature on
self-realization, psycho-physiology and psychology. Through this
review it is this investigator's intent to clarify the nature of
self-realization as a personal growth process and then to relate
this knowledge to the field of faculty development.
This section, then, will explore self-realization in the
following sub-sections: Philosophy of Education Literaturel Self-
Realization—Experience of the Self; Psycho-physiology and Self-
Realization; Psychology and Self-Realization; and A Comparison of
Self-Awareness and Self-Realization Programs for Faculty.
Philosophy of Education Literature . Pure consciousness, absolute
Being, cosmit consciousness, innner Self, divine reality, Existence,
self-realization— each of these words and others has, in the past,
stireed feelings of disbelief, confusion or ambivalence. Shrouded
in vague concepts and terminology, the fundamental expressions
that represent an inner omniscient absolute level of human knowledge
or consciousness have, for the most part, been relegated
tp
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intellectual discussions with little or no practical significance
in day-to-day life. However, over the years, research and literature
has slowly been adding more credibility to this concept as
psychologists and physiologists have been able to isolate,
categorize and parallel mental and physiological data with experiences
of higher states of consciousness, i.e., self-realization. This
process has also added more substance to the philosophical and
educational ideas that date from antiquity to the present.
In the Western tradition of philosophy and education, the
idea of an absolute Self came to the forefront with the ideas of
the Greek philosopher Plato (420-348 B.C.). In his writings, Plato
summarized that the world as we experience it is but an imperfect
reflection and expression of a subtle realm of "absolute mind--a
field of perfect order outside the influence of change, having the
qualities of permanency, absolute truth and value" (Morris, 1961).
He further purported that persons were fully capable of experiencing
this absolute level of reality through a process of self-realization,
thereby realizing its true nature. Plato's technique for such an
experience was explained in his doctrine of contemplation in
which he writes:
True knowledge comes only from the spiritual world of
eternal and changeless ideas, and this knowledge is
innate in the immortal soul which hasdwelt in the
spiritual world before being encased in the mortal body.
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Knowledge is thus acquired not by sense experience but
by a process of reminiscence, by which the intellect
remembers what it knew before its association with an
imperfect body. To remember perfectly the intellect
must rigorously close the windows of the body to the
external world and open only the windows of the
intellect so that it may look upon and contemplate
eternal truth. (Butts, 1955, p. 49)
Plato also attempted to translate his position on self-
realization into an educational ideal which would foster personal
growth consistent with the ultimate reality he perceived as the
essence of life and creation. The aim of education he said was to
discover the natural abilities inherent in each individual (Smith,
1979). He also proposed that the highest purpose in life was to
search for the universal truths found within ourselves and that
this ideal should be perpetuated through the process of education
(Smith, 1979).
The next most immediate and prominent philosopher to support
the concept of an absolute field of existence and the value of self-
realization was Aristotle (384-323 B.C.), a student of Plato's. The
central thesis of Aristotle's philosophy and educational theory was
dominated by naturalistic studies which included studies related to
the laws and universality of existing phenomena encountered in life,
i.e., physics, mathematics, sciences, etc. But the end of such
knowledge was not thought to be merely cognitive knowledge or skills.
It was all considered "a necessary stage in bringing the mind to a
realization of the supreme purpose of existence" (Smith, 1979). This
purpose could be considered self-realization in that the highest end
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of man is not human but divine--participation in pure knowing
(consciousness) which constitutes divine life" (Morris, 1961). This
reality was called by Aristotle the "immovable mover" to which all
potentiality aspires and then when reaches is said to be fully
realized or actualized.
Plato and Aristotle, although agreeing on several principles,
also had an important difference. Plato thought of Reality as being
an inner field of perfect ideas which could be contacted and ex-
perienced through meditation and contemplation. Aristotle, on
the other hand, felt that, although Reality existed, it was manifested
in higher forms of life. As such, human kind came to know themselves
through observation of natural and universal laws that were consistent
with both lower and higher forms of Life (Morris, 1961). Self-
realization,. for Plato, represented knowing one's Self in relation
to an inner field of perfection, whereas for Aristotle, self-realiza-
tion stood for knowing one's Self in relationship to a field of
perfection outside of one's personal identity.
The main point to be emphasized here is not how these two
philosophers different but rather how they both drew similar con-
clusions from different perspectives, i.e. , the purpose and goal of
existence was self-realization. It should also be mentioned that the
views expressed by Plato and Aristotle are of particular importance
to this study, as well as to our entire civilization, as they are
both considered to be the forefathers of Western Philosophy.
Another influential person, who perpetuated the importance of
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self-realization as the fruition of our desire for knowledge, was
the thirteenth century theologian Saint Thomas Aquinas (1225-1274).
Saint Thomas formulated his theories around the basic doctrines
expressed by Christ and Christian religion but, unique to the time
and material, he approached the subject through the logical methods of
inquiry purported by Aristotle (Morris, 1961). This was a sharp
departure from the rationalizations used in the past by secular leaders
which relied heavily on faith and belief.
The basis of Aquinas' theory, which leads up to self-realization,
described the root ingredient of all creation as existence or Being.
Simply put, a prerequisite of any object of creation, animate or
inanimate, is that it is manifest, that is, it exists! In addition
to its existence everything in creation also has an essence, i.e.,
it's made up of something whether it be particles of iron or air.
The combination of these two components make up all creation, including
humankind. What varies in creation, according to St. Thomas is the
degree to which each 'thing' is developed. The more or less per-
fected a 'thing' is the greater or fewer its limitations. For
instance, a rock is more limited than a butterfly. At the apex of
this evolutionary continuum, Aquinas described a level of Pure Being
where existence and essence are united in complete freedom and
fulfillment. At this point there are no distinctions between the two
(essence and existence) as they are united and fully integrated with
each other. St. Thomas finally concludes that we have arrived at
the source and origin of all creation, the ultimate union between
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"whatness and isness, whose very essence is to Be" (Morris, 1961,
p. 63).
In considering self-realization in the context of his philo-
sophical theory, Aquinas felt that, as individuals who have an essence
and an existence, we have a natural link within ourselves to realize
ourselves. According to St. Thomas, this process is facilitated
through developed intuition and reason. And, when it is fully con-
ceived, self-realization entails the recognition and experience of
our absolute nature, said to be Being. This he calls a "knowledge
which is permanent and absolute," which fructifies when "we are
'tuned in, 1 (self-realized) to the wave length of ultimate reality"
(Morris, 1961, p. 148).
Through the course of history, the concepts and principles
of self-realization have not been isolated to any particular times
or individuals but have been recognized to some degree in every area.
Just as Plato and Aristotle represented ancient times and Saint
Thomas Aquinas the middle ages, there have also been philosophers
and educators in more modern times who have emphasized the importance
and role of self-realization. For instance, Frobel (1782-1853), the
founder of the kindergarten, felt that educational institutions ought
to be schools which bring to light the highest and most spiritual
truths. This process he believed could be fostered through learning
and growing experiences which utilized al ready existing instincts and
interests. And it was through this capacity that individuals would
ascend to self-realization (Frobel, 1887; Smith, 1979).
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Emerson was another who believed and perpetuated the idea and
importance of self-realization. He described humankind's absolute
self or inherent nature in saying "Within man is the soul of the
whole; the wise silence; the universal beauty, to which every part
and particle is equally related; the eternal One" (Emerson, 1929,
p. 51). For this educator and philosopher, the real value of educa-
tion was not gained through gathering information, mastering facts
or developing skills, In fact, he saw no real value in books except
to serve as an inspiration to students. The most tangible, relevant,
and true beliefs of education he felt came from self-realization, from
the tapping of the "omniscience" that flows from the soul. In his
mind, education's responsibility was to develop a student's knowledge
(experience and understanding) of this level of Reality (Emerson,
1929).
Another prominent philosopher and educator who emphasized self-
realization was Alfred North Whitehedd (1861-1947) . In his book,
The Aims of Education and Other Essays , he writes, "The students
are alive, and the purpose of education is to stimulate and guide
their self-development" (p. v). This "self-development" he later
refers to as the "kingdom from within" and insists that its develop-
ment is to be regarded as the highest value among all events in the
universe (Smith, 1979; Whitehead, 1929). This idea also formed
the basis of his approach to education in general.
George Leonard is also an educator who has proliferated the
significance of self-realization as a viable educational consideration.
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Leonard, first of all, associates the growth of self-realization with
a field equivalent to what has been thus far described as pure
consciousness or the field of absolute creative intelligence, energy
and joy. He calls this state one of "elemental vibrancy and the
primal consciousness" (Leonard, 1968, p. 18). Education's goal, he
feels, is one of enlivening and developing a student's experience of
this field and thus fulfilling our aspirations for personal growth.
The journey towards further human evolution is first of
all a journey towards a place and time that has become
for us somehow remote and clothed in mystery. That
elusive destination is the external present, where we
may exist in the pervasive fullness of the elemental
vibrancy. (p. 25)
Next among those who have been currently emphasizing the
philosophical and educational values and ideas of self-realization
is Dean Brown, Director of the Educational Technology Project at
Stanford Research Institute and consultant for UNESCO. This educator
similarly identifies the cultivation of one's innermost Self as the
goal and purpose of education as he has written that "Any discussion
of teaching must begin with a consideration of the nature of inner
man" (Brown, 1974, p. 87). He likewise feels that if education is to
develop a pupil's potential it necessarily has to include a process
of developing the common denominator of his being, his intrinsic
nature of consciousness (Brown, 1974).
And lastly, Robert Ornstein (1975) a professor at the University
of California and author of several books which relate self-realization
to education, psychology and medicine, presents further evidence of
the value and applicability of self-realization to education. He
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writes "Western educational systems largely concentrate on the verbal
and intellectual. We do not possess a large-scale training system
for the other side.
. . the tacit, spatial, intuitive mode" (pp. 180-
181). He further states that as human organisms we are capable "of
communication with a nonverbal i zed truth beyond the customary
limitations of our familiar dimensions" (p. 189). Ornstein's
suggestions are that, as educators, it is our responsibility to
thoroughly explore the values of self-realization programs in order
that we fully develop our own potential on all levels and with this
knowledge fully develop our students' potential. This can only be
done he feels, by incorporating a holistic mode into education,
one which trains this intuitive side of ourselves allowing "the
consciousness of the 'whole organism' to emerge" (p. 195).
The aforementioned philosophers and educators represent a
sample of many (including Hegel, Hutchins, Berkeley, Kant, Adler,
etc.) who have perpetuated the idea and ideal of self-realization as
a major goal of education. However, the expanded interest in this
area of personal growth among higher education faculty is not due
just to the positions of those mentioned above. Rather, it is a
combination of several factors, including those explained under the
following sections.
Self-Rea1ization--Experience of the Self . Another area of inquiry and
of significance to this study is the evidence and liteature supporting
the position that self-realization can be directly experienced.
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Because the actual experience of one's absolute Self (self-realization)
has been so elusive as defined in philosophy, and because the
experience has in general been considered rare, there are very few
comprehensive works outside of religious texts that attempt to explain
what self-realization is like from an experiential position. Three
of the major books, however, that do explore this topic in detail are,
The Varieties of Religious Experiences written by William James (1960),
Cosmic Consciousness by R. M. Burke (1960) and Altered States of
Consciousness edited by Charles Tate (1972). Each of these authors
wrote with the intention of synthesizing and verifying, from a variety
of sources, experiences of self-realization.
In attempting to first explain what self-realization is, James
started by proposing "four marks" which characterisized self-realization
or, in his words, mystical states. The first was Ineffability (which,
based on this researcher's conversation with those practicing self-
realization techniques, is as true today as it was then!):
The subject of it (self-realization experiences)
immediately says that it defies expression, that no
adequate report of its contents can be given in words.
It follows from this that its quality must be directly
experienced; it cannot be imparted or transferred to
others. In this peculiarity, mystical states are more
like feeling than like states of intellect. No one can
make clear to another who has never had a certain feeling,
in what quality or worth of it consists (p. 293).
The second characteristic James identifies was Noetic Quality :
Although so similar to states of feeling, mystical states
seem to those who experience them to be also states of
knowledge. They are states of insight into depths of truth
unplumbed by the discursive intellect (for instance, insight
into the unity and orderliness of the universe) (p. 293).
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The above two characteristics were, according to James, marks of all
experiences of self-realization. The following, however, he suggested,
were not definite but "usually found."
The third mark of self-realization was T ransci ency . This
referred to a continuous self-realization. Most, says James, were
limited to a half an hour, or at most an hour or two beyond which
they fade into the light of common day" (p. 294). (It can be noted
here for reference that many techniques and programs for self-
realization that are available today, such as the Transcendental
Meditation Technique, bio- feedback, Hatha Yoga, etc., often suggest
that they be practiced for periods of time within the frame of James'
observations.
)
And finally, James' fourth mark was Passivity . This he said
referred to the actual experience in that once self-realization was
cognized, one was saturated with a divine Reality in which the
individual's will and ego were in abeyance.
With these marks, James proceeded in his book to document
various experiences of self-realization from individuals who had them.
For practical purposes only a sample of experiences will be cited
in this section to serve as illustrations indicative of self-
realization. The first account is that of J. A. Symonda who
described his experience in the following way:
I cannot even now find words to render it intelligible.
It consisted in a gradual but swiftly progressive
obliteration of space, time, sesnation and multivarious
factors of experience which we seem to qualify that we
are pleased to call our self. In proportion, as these
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conditions of ordinary consciousness were subtracted,
the sense of an underlying or essential consciousness
acquired intensity. At last nothing remained but pure
absolute abstract Self. (p. 296)
Another experience of self-realization identified by James was
that of Alfred Tennyson whom he quotes:
A kind of waking trance--this for lack of a better word,
I have frequently had quite up from boyhood when I have
been all alone. This has come upon me through repeating
my own name to myself silently, till all at once, as it
were, out of the intensity of the consciousness of in-
dividuality, individuality itself seemed to dissolve and
fade away into boundless being and this is not a confused
state but the clearest, the surest of the surest, utterly
beyond words--where death was an almost laughable im-
possibility--the loss of personality (if so it were)
seeming no extinction but the only true life. I am
ashamed of my feeble description. Have I not said the
state is utterly beyond words? (p. 295)
And finally a description from J. Trevor which James cited from
his (Trevor's) autobiography:
I felt I was in Heaven--an inward state of peace, joy and
assurance, indescribably intense, accompanied with a
sense of being bathed in a warm glow of light, as though
the external condition had brought about the internal
effect- -a feeling of having passed beyond the body. . . .
(p. 305)
These experiences represent a sampling of a number of in-
dividuals James quotes on incidences of self-realization. Others
include Hegel, Benjamin Paul Blood, Walt Whitman, R. M. Burke,
Vivekananda, A1 Ghazzili and Saint Theresa.
Another author, W. T. Stace (1960), supported the findings of
James from the perspective of his book Mysticism and Philosophy . As
a product of his investigation he summarized his research in an
inclusive statement designed to give a sense for the experience
of
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self-realization. This description parallels and concurs with those
experiences mentioned above:
Suppose that after having got rid of all sensations,
one should go on to exclude from consciousness all
sensuous images, and other particular mental content;
what would be left of consciousness? There would be
no mental content whatever, but rather a complete
emptiness, vacuum, void. One would suppose a pri ori
that consciousness would then entirely lapse and one
would fall asleep or become unconscious.. But the
introverted mysti cs--thousands of them all over the
world--unanimously assert that they have attained to
this complete vacuum of particular mental contents, but
that what happens is quite different from a lapse into
unconsciousness. On the contrary, what emerges is a
state of pure consciousness--pure in the sense that it
is not consciousness of any empirical content. It has
no content except itself, (pp. 85-86)
Burke, in his book Cosmic Conscousness
,
set out to document
the existence and experience of a higher state of consciousness termed
cosmic consciousness which is synonymous with self-realization. In
so doing, he first delineated three types of consciousness:
1) Simple consciousness, possessed by animals, which entails
a consciousness of the environment.
2) Self-consciousness, possessed by humans, which is a
consciousness of one's self as being apart from the rest of the
envi ronment.
3) Cosmic Consciousness, possessed by a few individuals,
which is a consciousness of unity, of oneness with the "life and
order of the universe." (This, Burke said, is an experience that
lasts from a few seconds to several hours but is an intensely real
experience while it is dominating one's consciousness.)
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Next, Burke in detail, sighted fourteen individuals known to
have had self-realization experiences, Cosmic Consciousness, including
Buddha, Jesus Christ, Francis Bacon, William Blake and Walt Whitman.
Burke went into detail explaining the nature of their experiences and
their personal perspective. The summary of his findings were that:
a) each had experiences in which they perceived a unity within the
diversity of life, an underlying oneness and identity with all phases
of creation; b) each taught and/or wrote of the ability to experience
the order and integrity of this level of cosmic consciousness within
one's self; and c) that this experience of Cosmic Consciousness
(self-realization) is actual ly Real ity.
Charles Tate, in his book Altered States of Consciousness
(1972), approached the subject of self-realization in a much different
manner. This, he said, was one type of consciousness, while there
are also many others, including dreaming, psychotic consciousness,
drug-induced consciousness, etc. In documenting all the various
experiences related to altered consciousness he collected various
articles from journals and books and then segregated each into sections.
One of his sections dealt directly with what has been described in
this study as self-realization but was labeled as Mystical Experiences
in the book.
In this section, three points were of particular importance.
First, humankind has sought out altered states of consciousness in
an effort to gain new knowledge, inspiration or experience" (p. 22).
of the contentions of this study, mentionedThis point supports one
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previously, that higher education faculty are exploring and seeking
out self-realization as a means to greater fulfillment. Second,
"Experiencing one's Self as one with the universe (self-realization)
is the hallmark of the mystical experience, regardless of its
cultural context" (p. 41). This recognition is particularly important
to this study as it suggests that the perennial nature of the
experience of self-realization as well as it being a possible
experience for individuals regardless of culture. And the third
point brought out by Tate was the experiential evidence to support
the prospect of self-realization as a state of consciousness in and
of itself. Here Tate sighted various accounts of persons having had
experiences of self-realization much in the same way as did James
and Burke.
These descriptions and experiences cited by James, Burke and
Tate closely parallel many of the accounts given by practitioners
of the several self-realization techniques available to higher
education faculty and others through public, private and educational
organizations today. For instance, an individual practicing the
Transcendental Meditation technique writes:
There has been a very beautiful transformation in and
out of meditation over the past month. During meditation
the experiences of being the whole universe started to
occur more and more., often. It reached its climax in
one meditation when I had the overpowering realization
that I was so unbounded and so unlimited that anything I
wanted could easily be obtained. I kept feeling more
and more expanded, and the feeling of bliss kept growing
and becoming more powerful within me. I then had the
realization that I was everything and knew everything
there was to know. I felt all the loose ends of my life
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being joined together within me (Creating an Ideal
Society
, 1976, p. 79).
Psycho-Physiology and Self-Realization : Although philosophical
arguments for self-realization coupled with literary accounts of
experiences certainly add credence to the concept, they have not,
in themselves, been influential in attracting large numbers of
faculty or others to self-realization programs or perennial
perspectives. Rather, much of today's current interest in these
areas is being generated by the growing number of studies and
investigations in the area of psycho-physiology (Ornstine, 1972;
Pelletier, 1978). This research to date has not empirically verified
self-realization but it has strongly suggested that human potential
extends beyond what has traditionally been accepted (Leonard, 1968;
Ornsteine, 1975; Pelletier, 1978).
Research into self-realization started with investigations into
states of consciousness which extend back over 50 years to 1929 when
Hans Berger physiologically delineated the waking and dreaming states
(Pelletier, 1978; Wallace, 1970). Berger's assumption during these
experiments was that mental states of consciousness are directly
related to, and correlated with, physiological activity within the
nervous system. His attempt to prove this point climaxed when
,l he
reported that the human brain generated electrical activity which
produced characteristic patterns (electroencephalograms, EEG) during
sleep and wakefulness" (Pelletier, 1978). Other researchers following
Berger likewise concurred with his results through similar tests
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designed to parallel states of consciousness with physiological
responses in the body.
Another major development in studies on states of consciousness
came in 1953 when Aserinsky and Kleitman separated sleep consciousness
into two separate states, deep sleep and dreaming. This discovery
camewhenthey found "that the experience of dreaming was associated
with the presence of active electro-oculogram activity (rapid eye
movements, REM) during one of the EEG definable stages of sleep"
(Pelletier, 1978). This discovery and realization led to more studies
supporting Aserinsky and Kleitman's finding that there are in fact
three separate and distinct states of consciousness: waking, sleeping
and dreaming.
Shortly after these studies were initiated on "normal" states
of consciousness, other researchers started to investigate what was
considered higher or altered states of consciousness, including self-
realization. These investigations were the result of an adventure-
some trip to India in 1935 by Theresa Brosse for the purpose of
conducting physiological experiments on yoga practi tioners. The
actual study was interrupted by World War II but nevertheless her
attempt to physiologically measure self-realization represented the
first endeavor of its kind in Western science (Pelletier, 1978).
Next, following Brosse 1 s undertaking, were three other
separate and important research studies on subjects practicing Yoga
in 1955, 1957 and 1961: Das and Gastuar (1955), Bagchi and Wenger
(1957) and Wenger, Bagchi and Anand (1961). The findings drawn from
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all three studies suggested that their yogic subjects could produce,
through their mediative techniques, unique mental and physiological
responses. In summary, the general conclusions drawn from each of
these studies were: 1) the subjects measured had unique brain wave
patterns, physiological responses in respiration and cardiovascular
functions during their meditations, 2) usually yogic meditators were
recorded as having deep relaxations of the autonomic nervous system
without drowsiness or sleep, and 3) there may be beneficial effects
and applications of these techniques, but further research is
necessary (Pelletier, 1975).
These investigations are particularly significant to this
study as they complement the philosophical theories and subjective
experiences discussed earlier. Physiologists have long contended,
and since verified, a relationship between one's mental activity
and the functions of the body, i.e., mental experiences have
physiological correlates and vise versa (Wallace, 1970).
The studies sighted above were the initial steps in this area
of investigation. Their results supported the premonition that
higher states of consciousness were possible and measurable and
as such have stimulated and developed further studies, interest
and participation in programs for self-realization.
Three fairly recent studies on self-realization that followed
up on these prior investigations were conducted in 1966, 1970 and 1977
by Kasamatsu and T. Hirai, Wallace and Benson and Schwartz, respectively.
Kasamatsu and Hirai undertook an intensive investigation of forty-
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eight disciples of Rinzai and Soto Zen, programs specifically aimed
at self-realization. Their results included the following. One,
alpha waves (usually associated with deep relaxation and tranquility
that is reported to be serene, pleasant and devoid of imagery) pre-
dominated in the EEG records of the Zen practitioners. Two, drowsi-
ness was ruled out as being responsible for deep relaxation since
the EEG record was monitored for periods of sleep onset. Three,
rhythmical trains of theta waves were found. (Theta waves were
generally thought to be indicative of drowsiness. However, in this
study drowsiness was ruled out, causing a re-evaluation of their
finding. Analysis suggested that theta production might be "a
positive creative function" (Pelletier, 1978). And finally, the more
years of Zen training, the more changes in states of consciousness
were recorded in EEG. In summary, this study showed significant
changes in brain wave activity, supporting the position that self-
realization is an experiential phenomena different from other states
of consciousness.
The study conducted by Wallace and Benson in 1970 also dealt
with measuring physiological correlates while individuals practiced
a meditation method for self-realization (in this study Transcendental
Meditation was used for experiencing self-realization). The measure-
ments attempted included blood pressure, metabolic rate, cardiac
output, breath rate, skin resistence and EEG. The results of these
tests, as reported by Wallace and Benson in Scientific American (1972),
again confirmed changed physiological patterns associated with self-
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realization techniques. In fqct, changes were so evident in this
study that the investigators concluded that these mediators
experienced "a physiologically unique state--perhaps a fourth major
state of consciousness" (self-realization) (p. 5).
And finally, a study by Schwartz (1977), involving a technique
called Karma yoga, seems to support the contentions made by Wallace
and Benson and other physiologists. In this study, the psycho-
physiological parameters, namely EEG, "indicated a nurological state
of deep relaxation" (Pelletier, 1978, p. 174). Schwartz also measured
EEG responses after the practice of meditation and found that his
subject was able to maintain a state of "active passivity." This
finding suggests that experiences of self-realization can be
maintained outside meditation, a position long maintained in
spiritually oriented literature but only recently investigated by
scientific researchers.
In summary, the investigations reviewed are only a few
representatives of a growing body of research on the psycho-physiology
of self-realization. These studies have served to support and
confirm many of the hypothesis investigators have had regarding self-
realization, i.e., it is a viable physiological and mental experience
with both immediate and enduring effects. However, although much has
been learned regarding this state of consciousness (self-realization)
most researchers agree that, from a scientific perspective, we are
only on the threshhold of understanding the nature and realm of
self-real ization.
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Psychology and Self-Realization
. In 1967, Abraham Maslow addressed
the New England School Development Council with the following intro-
duction:
The upshot of the past decade or two of turmoil and
change within the field of psychology can be viewed as
a local manifestation of a great change taking place in
all fields of knowledge. We are witnessing a great
revolution in thought, in the Zeitgeist itself: the
creation of a new image of man and society and of
religion and science. It is the kind of change that
happens, as Whitehead said, once or twice in a century.
This is not an improvement of something; it is a real
change in direction altogether. It is as if we had been
going north and are now going south instead, (p. 685)
In the field of psychology, the change Maslow is referring to
is what some have termed the "third force," while others refer to it
as humanistic psychology. Traditionally, psychology has been
dominated by two comprehensive theories of human nature. The first
is referred to as the behavioristic model or 'classical' because it
is in a direct line with the classical conception of science which
comes out of astronomy, mechanics, physics, chemistry and geology"
(Maslow, 1968, p. 686). The fundamentals and details of this
paradigm were first pioneered, formulated and tested by Watson, Hull
and Skinner.
The second philosophy of psychology emerged out of the works
of Freud. This model is embodied in psychoanalysis and emphasizes
the interplay between "unconscious emotional forces and the conscious
organization of behavior" (Maslow, 1968, p. 686). In practice,
psychoanalysis can be found at the foundation of many programs,
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particularly clinical psychology and social work.
These two perspectives, classical and psychoanalytical, have
in the past provided paradigms for understanding human behavior,
art, learning and almost every other major human endeavor. However,
these models are now being challenged through a more inclusive image
and understanding of humankind presented in the works of Rogers,
Maslow and other humanistic psychologists. This new view is based in
part on the assumptions that: 1) we have, each of us, an essentially
biologically-based inner nature which is to some degree natural,
intrinsic, given and in a certain sense unchangeable or at least
unchanging. And 2) if this nature is allowed to fully actualize
(be realized through experience) we grow as healthy, fruitful, and
happy individuals (Maslow, 1968).
These two positions parallel very closely with the philosophical,
experiential and psycho-physiological literature and research discussed
earlier on self-realization from several points. First, they all
basically entail the idea of an absolute level of Reality. Second,
they recognize human consciousness is capable of experiencing its
"Self" as the field of pure consciousness. And third, as a result
of this experience, changes occur in one's conceptions, thereby
leading to a happier, healthier, more fulfilled existence. (This,
incidentally, is just the answer James (1902), formulated to the
question "What is life's chief concern? It is happiness. How to
gain, how to keep, how to recover happiness" (p. 76).
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In the literature on humanistic psychology, Maslow (1968)
and others have termed the personal development one experiences in
life as growth towards "self-actualization" which includes the
following characteristics:
1) increased acceptance of self, of dithers and of
nature;
2) increase in problem solving;
3) greater freshness of appreciation and richness
of emotional reaction;
4) greater increased creativity;
5) increased identification with the human species;
6) changed (the clinician would say, improved)
interpersonal relations;
7) superior perception of reality; and
8) increased spontaneity
(p. 26)
From the results of several studies, self-realization appears
to be a viable method for developing self-actualization, as it
promotes individual growth in terms of these characteristics (Fehr,
Nerstheimer and Torbes, 1977). As such, self-realization, in this
researcher's opinion, is being looked upon by higher education faculty
as a method of enhancing their personal growth in the context of
self-actualization. However, as discussed earlier, self-awareness
programs also promote self-actualization (Goldman, 1978; Sorcinelli,
1977). The question then arises, are these results or influences
different or incompatible? For the answer, it is best to refer to a
statement made by Maslow in 1962:
" Self-knowledge and sel f-understanding . . . are the
important roads towards self-actualization" (p. 60).
In this statement, Maslow makes clear that there are actually
two methods for promoting self-actualization; self-knowledge which
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this researcher associates with self-realization and self-understanding
most closely associated with self-awareness. Although this description
answers one question, it raises several others which this study will
attempt to resolve, namely, how do these two programs for personal
development differ in terms of their relationship to how higher
education faculty perceive a) their roles as instructors, b) their
students, c) the methods they use, and d) the purpose and goals
of education in general.
Aside from the growing emphasis on humanistic approaches to
human development, there has also been an increase of literature on
personal growth from psychologists with regards to the realm of
consciousness. As Natsoulas noted in a fairly recent article in
American Psychologist (October, 1978), "After decades of deliberate
neglect, consciousness is again coming under scientific scrutiny with
discussions of the topic appearing at entirely respectable locations
in psychology's literature" (p. 906). Although much of this literature
centers around the theoretical concept of consciousness, several
writers are considering the experiential realization of this field
(consciousness) to be an essential part of one's evolution (Campbell,
1974; Ornstein, 1972; Pelletier, 1978). However, finding and answering
all the questions surrounding the field of consciousness may take
some time based on prior endeavors thus far. (Wolfgang Kohler
replied when asked for his definition of consciousness, "If I could
give you an answer my life's work would be over".)
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In terms of trying to resolve some of the issues surrounding
the development of one's consciousness, namely its role in the
development of one's full potential some "traditional esoteric
psychologists" are turning to the ideas, concepts and research
discussed earlier in this chapter. That is, according to Ornstine
(1978) "These psychologists are proceeding in the direction of
practical techniques such as meditation to enhance a personal knowledge
(p. 164) of who we are and the role consciousness plays in our
development. By investigating these techniques valuable information
will be gained, a "knowledge that is other than, but additional to,
the intellect" (p. 165) namely, an experiential knowledge of ourselves,
our consciousness and the minds rational intuitive mode, all of which
is "beyond technique, beyond states" (p. 164). The results of this
kind of personal development will be a balance of "intellectuality
and intuition (fostering) a synthesis of the highest elements in both
types (p. 167). As part of psychological investigation in this area
self-realization is being seriously considered as a paradigm to
explain the phenomena of consciousness and the inherent potential of
human consciousness (Campbell, 1972).
Based on the above literature, psychology can be said to be
one of the leaders in academic dealing directly with the concepts and
issues of self-realization. These endeavors are being motivated by
the desire to explain and develop a more inclusive image of humankind.
66
that incorporates "ultimate human values and ends" (Maslow, 1968)
as well as the recognition and role self-realization plays in this
evolutionary process.
It is evident that there are numerous references to self-
realization throughout literature directly and indirectly related to
faculty development. But as stated earlier, there are apparently
no studies or literature available specifically on the subject. What
is available, however, does give us clear evidence and implications
to the potential role and importance self-realization holds for the
personal development of faculty. It is based on this observation
and the fact that a growing number of higher education faculty are
experi ential ly participating in self-realization programs (Moss,
1980) that the category of self- real izaton in the context of personal
development is included in this study. This area of investigation is
also salient as it will provide information regarding the nature of
self-realization's perceived relationship to faculty views and values
and look into its potential for promoting personal growth. These
points taken together not only warrant the inclusion of self-
realization in this study but make it important and necessary to
understanding the educational views and values of higher education
facul ty.
A Comparison of Self-Awareness and Self-Realization
Programs for Faculty
.
Based upon the preceding reviews of literature and research
on sel f-awareness and self-realization it is evident that there are
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some similarities as well as differences between these two approaches
to personal development. As such it is beneficial to briefly
summarize and compare these two approaches to personal development
in order to fully unfold the content and significance of this
study.
The first similarity found between self-awareness and self-
realization programs is their "humanistic" approach to personal and
professional gorwth. This approach entails a recognition that human
behavior, interaction and development are not to be categorized into
a laboratory model of behaviorism or the clinical Freudian
psychodynamic model of the interplay between the unconscious and
the conscious. Rather, the purpose in structuring and explaining
development is in terms of the higher needs of humankind; "'needs'
for the intrinsic and ultimate values of goodness and truth and
beauty and perfection and justice and order" (Maslow, 1968, p. 685).
This idea also entails the position that we as individuals are capable of
recognizing, enhancing and evolving our personal growth to reflect
this higher level of development. The term most often used in
relation to the goal of personal development, both self-awareness
and self-realization, is self-actualization, a term defined and
discussed earlier in this chapter.
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A second similarity between these two personal development
programs is the concept that personal growth is enhanced through the
initiative of the individual to evolve as opposed to environmental
conditioning. This is an important recognition because the individual
takes responsibility for personal development as opposed to the
"administration" or others in authority. Although administrations
and decison makers provide programs, both self-awareness and self-
realization require each person to become involved and accountable
for their own personal development.
And finally, the third similarity between self-awareness and
self-realization lies in the idea that what experiences are promoted
during the actual programs are not to be viewed in isolation but as a
means of fostering continued growth, appreciations and personal
development. That is, the personal growth activities and techniques
for self-awareness and self-realization are a means to an end and
not an end in themselves. The real value of each of these programs
is thought of in terms of promoting experiences that will foster
growth in all aspects of the indivdiual's life, both personal and
professional
.
These similarities between self-awareness and self-realization
are in the general context of the importance of personal development
to the growth and fulfillment and success of individuals. However,
the differences between these two types of programs are much more
speci fic.
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First, self-awareness focuses on personal affective variables
such as values, attitudes, beliefs, etc., through discussions and
explorations. The main idea involved in this endeavor is to develop
individuals' understanding of their self, i.e.
,
who they are, so that
they can change and/or establish a personal identity consistent with
who they want to be. The consequences of such a program are that the
participants will feel more comfortable with themselves and others
and, in this more harmonious ideal, be more effective, focused and
happier in life. Self-realization, on the other hand, holds to the
principle that our "self" is absolute consciousness, a universal field
of creativity, intelligence, joy and fulfillment. Personal growth
in this context means transcending our variable characteristics
(attitudes, emotions, views, etc.) and experiencing our perennial
natures, our real Sel
f
. Through this experience, individuals gradually
experience the qualities of the absolute Self being lived on the level
of their relative activity; i.e., they experience more creativity,
joy, fulfillment and intelligence in their daily activities.
A second notable difference between these two programs is
found in the mechanics of the programs. On the one side, self-
awareness programs are included to involve a great deal of interaction
between individuals. This is necessary because peer feedback is
needed as an aid in helping a person find out who he is. The self-
awareness is only complete with this step, as a person can only know
oneself after they have a) explore one's own feelings, attitudes, etc.
and b) compared one's own self-concept with the concept others have of
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him/her. Self-realization, on the other side, is designed to
allow individuals to experience their absolute self. For this to
take place a routine of mental and/or physical exercises is
necessary to culture the mind in opening up to this absolute field
of existence. Hence, although these programs and techniques may
be taught and/or practiced in a group the relationship and experience
being cultured is between one's individual self and his absolute
self.
These noted differences between self-awareness and self-
realization programs were the impetus behind this investigator's
interest in conducting this study. The foundation and mechanics of
these two avenues of personal development offer distinct alternatives
for promoting personal growth among faculty. Because of these
program differences, this study investigated the respective
educational views and values of faculty who have participated in
these programs to document relationships between personal develop-
ment programs and faculty perspectives.
CHAPTER III
METHOD
Design
Overview of the Study
.
This study was designed to investigate the perceptions of
full-time higher education faculty who have and have not participated
in personal development programs. The views explored in this
investigation were a) purposes and goals to higher education in
general, b) the role of instructors and c) the role of students.
As such, the study involved three groups of faculty. First, a
control group consisting of faculty who have not participated in
personal development programs. Second, an experimental group
(E/SA.) of faculty who have engaged in self-awareness activities.
And third, a second experimental group (E/S-R) who have participated
in self-realization activities. Using these three groups, determined
on the basis of a Profile Survey (see Appendix A) sent to 420
full-time faculty, this study compares data from each group in the
areas listed above.
The information for this study was collected first through a
questionnaire (see Appendix A) sent to higher education faculty,
and second, through interviews conducted with selected faculty from
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each study group. Faculty were identified for these interviews
from postcards which the researcher included with the profile
survey and questionnaire.
In addition to collecting the above data, the researcher
initiated a retrospecti ve comparative analysis. The purpose of
this aspect of the study was to assess the degree to which a faculty
member's views have been influenced, if at all, by their participa-
tion in personal development programs or lack thereof.
Subjects
Subjects comprising the three experimental groups for this
study were all full-time faculty members of four year institutions
for higher education. The colleages and universities from which
these instructors were selected were located in the State of
Massachusetts and included the University of Massachusetts, Hampshire
College, Smith College, Amherst College, Westfield State College,
Mount Holyoke College and Fitchburg State College. The names and
addresses for the faculty asked to volunteer in this study were
randomly selected from undergraduate and graduate catalogs published
by their respective colleges and universities.
In this mailing the researcher sent out the surveys to faculty
in various academic areas including the Humanities and Fine Arts,
Natural Sciences, Mathematics and Engineering, Social and Behavioral
Sciences, Education and Business Administration.
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After the profile survey responses were returned, those
faculty meeting the study's criteria were selected as participants
(see Instrumentation; Faculty Survey). The limitations in selecting
faculty for this project were that they be full-time instructors
and that those involved in a personal development program have
begun their participation in their program after they had begun their
teaching careers. It was only by following this procedure that a
proper analysis could be made of how faculty believe personal
development programs have influenced their educational perspectives.
The actual names of all those selected to participate in this
study have been kept confidential. However, other pertinent details
and information such as participant responses and the cross section
of characteristics of each group (e.g., rank, academic concentration,
etc.) are discussed.
Instrumentation
Four instruments were used in the study. Each was developed
particularly for this study. The focus and design of each is
described below.
Profile Survey
Content. In order that a maximum number of faculty volunteer for
this study, a cover letter containing an introduction to this study
was sent along with the Profile Survey, questionnaire and postcard
(see Appendix A) to each of the 420 instructors chosen for the
mailing. The cover letter sent to each faculty member served several
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purposes. First, it introduced the researcher as a doctoral student
doing a dissertation study; second, it introduced and explained
the purpose and importance of the study as well as the intended use
of the data collected. Third, it discussed the nature of the data
sought; fourth, it explained how data would be collected and fifth,
if specified instructions for filling out and returning the attached
survey, questionnaire and postcard.
The profile survey was designed to solicit information from
instructors in two major areas. The first area was the faculty
member's demographic data, i.e., their personal, educational and
professional backgrounds. The second area aimed at the faculty member's
participation, or lack thereof, in personal development programs.
These questions were also designed to sort out the exact nature of
each instructor's involvement in reference to self-realization programs,
self-awareness programs or neither. On the basis of the knowledge
obtained through this instrument, the researcher obtained the informa-
tion necessary to construct the control and experimental groups for
the study.
Devel opment . This instrument, including the introductory
letter and the survey, was originally validated with higher education
faculty from two universities and one college: Maharishi International
University (M.I.U.) in Fairfield, Iowa, the University of Massachusetts,
Amherst, MA and Fitchburg State College, Fitchburg, MA. Each of the
twelve faculty who helped analyze this instrument were asked if this
profile survey, including the section on personal development programs,
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clearly solicited information requested. In addition to this each
was also asked:
"Were any of the items unclear in meaning or confusing?"
"Did the item directions clearly indicate how you should
respond to each item?"
"Were there any words in the items that you did not
know or understand?"
"Were any of the items difficult to read?"
With minor changes all those faculty who read and assessed this
instrument felt confident that it clearly solicited the information
requested.
Faculty from M.I.U., the University of Massachusetts and
Fitchburg State College were chosen as pilots for this instrument
for two reasons. First, M.I.U.'s faculty have philosophical and
behavioral commitments to self-realization and perennial perspectives
embodied in the Science of Creative Intelligence, a theoretical and
practical course of study designed to investigate and experience
the origin, nature, range, growth and application of creative
intelligence in life. Faculty from this university were also known
to be involved in a specific program for self-realization (the
Transcendental Meditation Program). As such they were able to make
helpful suggestions on how to construct and clarify the instrument's
"perennial" language, rendering it comprehensible to all potential
faculty who would be reading this instrument's cover letter and survey.
And second, the University of Massachusetts' and Fitchburg State
College's faculties represented a heterogeneous group of instructors
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who would, in many ways, parallel the main body of faculty who would
be participating in the study. The combined comments and suggestions
from both of these faculty samples helped structure the final draft
of this instrument.
Faculty Questionnaires
Content . The faculty questionnaires used in this study
collected objective information from faculty with regards to their
past and present perceptions of: (a) their roles as instructors;
(b) their students; and (c) the purposes and goals of education in
general. In order to facilitate this objective the instrument was
divided into two major parts, A (present perspectives) and B (past
perspectives). Each part contained three sections dealing with the
respective areas mentioned above. Following each section were five
statements, each representing one of the five models described in
Chart II (p. ). Each of these statements was in turn followed by a
nine point Likert-type scale. Each faculty member was asked to circle
the number on the scale which corresponded to the degree to which that
perspective was like their own.
Devel opment . This instrument was validated on those same
faculty who helped with the profile survey. As such they were asked
all the questions found on page 127 plus one addition.
"Did this instrument measure your educational perspectives
with regard to a) the purpose and goals of education in
general? Yes no b) your role as an instructor?
Yes no and c) the role of students? Yes no
•"
With one exception all faculty answered yes. However by adding
several adjectives and explaining the study's purpose this faculty
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member also felt the instrument was valid.
The foundations for the survey question as well as those
used in the interviews were derived from two books on the philosophy
of education which dealt with the perspectives this study is
examining. The books used were Philosophy and the American School
by Van Cl eve Morris (1961) and Introduction to the Philosophy of
Education by G. C. Kneller (1979). These books were chosen because,
in reviewing literature on educational perspectives, these two
provided (a) comprehendabl e descriptions of educational perspectives,
(b) included a variety of perspectives (five major philosophies)
and (c) applied theory to practice, that is, discussed educational
perspectives in terms of the areas with which this study is concerned;
i.e., the goals and purposes of education, the role of the inst-
ructor and the role of the student. As a result, the researcher
was able to structure the questionnaires within a logical, practical
and applicable framework. This was important not only in terms of
structuring the questionnaires but also necessary for coding and
categorizing faculty responses. Table I demonstrates the positions
of each of these five perspectives in relationship to this study's
investigation.
Faculty Interview
Content . In addition to the above questionnaire a selection of
those faculty returning the questionnaires were interviewed by the
investigator. The objective of each interview was to collect more
extensive and in-depth data from faculty which would reflect their
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present and past perceptions on education and the way in which
these have been influenced by personal development program
parti ci pation.
Each participants interviewed was asked six open-ended
questions (see Appendix B). The first question of the interview was
designed to facilitate an exploration into each faculty member's
perception of education in general, namely, its goals and objectives.
Through this question instructors expressed their feelings on what
they perceived as education's goals and purpose.
The instrument's second question focused on the faculty
members' conceptions of how they, as an intimate part of the process
of education, contribute to the meeting of these goals. Here the
instructors elaborated on the role they play in educating their
students. During this time the researcher also followed up the
faculty members' responses with an inquiry into their views on
education as being either an operative or cooperative endeavor.
The third question asked how faculty perceive the role of
their students. The interviewer also probed into the relationship
between the answer to this question and question number two.
The fourth question was designed to solicit faculty's
educational views and values in the three areas of inquiry prior
to their involvement with personal development programs (E-S/A
and E-S/R) or seven years ago (control) whichever was applicable
to their individual situation. This procedure, as part of the
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study's retrospective comparative analysis, allowed the researcher
to make a comparison as to the influences participation in personal
development programs had on faculty views and values.
The fifth question was designed to allow each faculty an
opportunity to link their present views and values, with their
experiences or lack of experiences in the field of personal develop-
ment. This opportunity was given to faculty for two reasons. One,
it served as a back-up to the retrospective comparative analysis
of the faculty questionnaire, adding further clarification to the
data collected. And, two, it allowed faculty themselves to make
this connection directly as opposed to the inferred relationships
which were made in comparing faculty responses to questions 1, 2,
3 to question 4.
The sixth and final question served as a culmination of the
interview. Here each participant was given an opportunity to
further relate any additional comments on their educational
perspectives
.
Devel opment . These questions were formulated and validated
through the same method discussed for the profile survey and faculty
questionnaire. The faculty, used as pilots for these questions,
felt they would be successful in soliciting information desired.
Retrospective Analysis
Content . This instrument was a self-report evaluation designed
to collect data on how faculty believed their participation in
personal development programs (or time in the case of the C group)
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influenced their perspectives on education. To gather this informa-
tion a duplicate questionnaire (B) and interview questions (four and
five) were included within this study's instrumentation.
Development
. This instrumentation was developed out of methods
formulated by G. S. Howard (1979) and R. Mezoff (1981). After
reviewing research and literature which suggested that self-reports
were time efficient, easy to administer and could document the changes
this study intended to measure (Mezoff 1981) the instrument was
piloted on the same groups of faculty used with the previous instru-
ment. All those faculty participating in the pilot agreed to the
effectiveness of the instrument.
Procedure
Faculty Selection .
In late May 1981 420 surveys, questionnaires and postcards,
along with an introductory letter (see Appendix A) explaining the
research project, were sent to faculty randomly chosen from school
catalogues. To maximize participation in the study and convenience
for faculty, a self-addressed envelope with a campus address
accompanied each survey.
Faculty Questionnaires .
These instruments were sent to prospective study participants
at the same time as the cover letter and survey. The instructions
for this instrument asked each faculty member to fill out
Questionnaire A with regards to their present perspectives on
education and Questionnaire B with regards to their past per-
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spectives on education, i.e., those views held previous to their
involvement in personal development activities or seven years ago,
whichever was applicable to their individual situations. Once
the questionnaire was completed, faculty were asked to return it
via the same self-addressed envelope used for the profile survey.
Also for those faculty who agreed to return the questionnaire and
profile survey, there was an attached pre-addressed postcard which
they were also asked to return to the researcher.
Faculty Interview .
The final data collection procedure of this study was a
personal interview with 20 of the faculty participating in this
study. Faculty were selected for interviews in the following manner.
The control group had 25 participants of which eight were chosen
(every third one when put in alphabetical order). The self awareness
group had 17 subjects of which seven were chosen (every other faculty
member when alphabetized). When those faculty selected for inter-
views were not available the next card was chosen and contacted.
The self-realization group consisted only of six subjects. Because
the researcher felt that it would be advantageous to interview as
many of these faculty as possible, five of the six were included.
Each interview was arranged by the researcher after the receipt
of the initial survey, faculty questionnaire and postcard. The
interview was explained to faculty as a follow-up procedure for
soliciting more in-depth information from them as to their educational
views and values. It was also explained that their names were
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randomly selected from the postcards returned to the researcher.
In most cases, the interview questions (see Appendix B) were sent
to the faculty so that they would have an opportunity to review
and prepare for the interview. In other cases the interview
questions were given to the faculty while the researcher was
arranging the interview meetings.
For the purpose of reference in analyzing the content and
implications of these interviews permission was sought from the
faculty to tape record each meeting. In all but three cases
permission was granted.
Analysi
s
The data from the three instruments used in this study were
compiled in the following manner.
Profile Survey .
Responses to the Profile Survey were the basis for establishing
the study's experimental and control groups. As this instrument
was divided into two sections, demographic data and personal
development data, the analysis was also divided into two parts.
First, in analyzing the demographic data, the researcher
eliminated those faculty who were not full-time and/or who began
their involvement in personal development prior to their teaching
careers. The second part of this instrument was analyzed so as to
delineate the nature and category of the faculty member's personal
development experiences, i.e., self-realization, self-awareness, or
lack thereof.
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Faculty Questionnaires
.
This instrument was divided into two parts, A and B. Each
part was designed to allow faculty an opportunity to rate educational
perspectives on a nine point Likert scale (see Appendix A).
Perspectives in Part A were rated on the extent to which faculty
felt a stated view was like or unlike their own. Perspectives in
part B were rated on the basis of how faculty felt a stated view
was like or unlike their own prior to their involvement in personal
development activities (two experimental groups) or seven years
ago (control group).
The first step in the analysis of the questionnaire was to
determine each groups a) overall mean score on A and B, b) mean
scores for each of the three areas investigated in A and B, and
c) mean scores for each of the five perspectives in A and B. Once
these analyses were completed the researcher analyzed these scores
using paired t-test comparisons to determine intra (within) and
inter (between) group similarities and differences. After the
completion of this analysis, each group's scores on questionnaire A
were compared with questionnaire B to determine the influences of
personal development programs on faculty perspectives.
All t- tests conducted in this analysis were checked for the
assumption of equal variances. Where variances were unequal a
separate variance estimate was used to take into account the
difference.
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Intra Group Comparisons
. The purpose of this analysis was
to delimitate the educational perspectives of each of the groups
used in this study. In order to do this, mean scores were
calculated on the groups responses under Purpose and Goals of
Education, Role of the Instructor and Role of the Student. Next,
three intra group comparisons were made to determine the similarities
and/or differences within the group perspectives in these areas.
Following this analysis a similar procedure was adopted to
parallel group mean scores broken down by the five perspectives
used in this study, i.e., classical, scientific, experimental,
self-realization and self-awareness. This resulted in ten paired
t-test comparisons for each group.
Inter Group Comparison . The purpose of these t-tests were
to differentiate the educational perspectives of this study's
faculty groups. As such, each study group was compared to each other
in three ways. These comparisons were made between each groups
a) overall mean score, b) mean scores for the three areas of
investigation and c) mean scores for the five possible perspectives
rated by the subjects.
Retrospective Comparative Analysis .
This part of the investigation consisted of t-test comparisons
to parallel faculty responses on questionnaire A (post-test) with
questionnaire B (pre-test). These comparisons were between each
questionnaires a) overall means, b) means for the three areas of
investigation, and c) means for the five possible perspectives. In
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this way, the researcher was able to determine the influences
and lack thereof of personal development programs on the reported
perspectives of higher education faculty. These t-tests were done
with each group.
Faculty Interview .
Because methods of analyzing interviews are subject to the
potential bias of an interviewer, these data were reviewed and
categorized by both the researcher and an impartial higher education
faculty member. This individual had a general background in faculty
development and an understanding of personal development programs.
A total of 20 faculty members participating in this study
were interviewed by the researcher. Through this open-ended approach,
the investigator was able to explore in depth faculty member's
educational perspectives in the areas of this study's concern.
The analysis of the data collected through this process was
conducted by examining the key phrases included in the instructor's
answers to the interviewer's questions. The key phrases were
identified by the interviewer noting the frequency of particular
words and phrases brought out through the tunneling method (Adams,
1958). These phrases were then used by the researcher to clarify
and supplement the findings of the questionnaire (see Discussion
of Study, p. 88).
Concluding Analysis .
Once all data were collected and analyzed for each data
source, relationships were made between the information collected
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in the questionnaires and the information collected in the interviews.
Because these two instruments incorporated different methods of
collecting and analyzing the data, these findings are reviewed in
the section under Chapter IV entitled Discussion of Study.
CHAPTER IV
RESULTS AND DISCUSSION
This chapter is divided into two main sections. Section one
contains a demographic description and personal development profile
of the faculty who participated in this study. Results of the
study's questionnaire, Retrospective Analysis and Faculty Interviews
are also contained in this section. The second section is a
discussion of findings from the study including Faculty Perspectives,
Personal Developing Findings and Retrospective Analysis Results.
Results of the Study
Study Groups
During May and June 1981, four hundred and twenty survey
questionnaires were sent out to faculty at the seven higher education
institutions involved in this study. Seventy-six questionnaires
were returned (18%). Of the seventy-six, 52 fell into the control
category while 17 and 6 fell into the self-awareness and self-
realization categories respectively. Because of the differences
between the number of faculty in the control group as compared to
the experimental groups a random selection was initiated using a
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random numbers table (Kerlinger 1973) to reduce the 52 control
subjects to 25. The following descriptions reflect this adjustment.
Also in these descriptions faculty were grouped in their respective
categories according to their responses to questions under Personal
Development Data (see Profile Survey Appendix A).
Demographic Information
.
Age of Subjects . Table 1 lists the mean age of the study
participants in each group. As indicated, the majority of the
faculty fall within the 30-45 and 45-60 categories while far fewer
fell into the under 30 and over 60 categories respectively. The
self-awareness group had the widest range with subjects in each
age category.
Table 1
Age of Subjects
Age Control
No. %
Self
Awareness
No. %
Self
Real ization
No. %
Combined
Groups
No. %
Under 30 1 4 2 12 - - 3 6
30-45 12 48 8 47 3 50 23 48
45-60 12 48 5 29 3 50 20 42
Over 60 - - 2 12 - - 2 4
Totals 25 100 17 100 6 100 48 100
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Highest Degree Obtained
. The majority of faculty (71%)
in this study had doctoral degrees while 27% had Master Degrees, and
21 (1) had a bachelors degree. Table 2 indicates this qualitative
and statistical distribution within each category.
Table 2
Highest Degree Obtained
Degree Control
No. %
Self
Awareness
No. %
Self
Realization
No. %
Combined
Groups
No. %
Bachelors - - 1 6 - - 1 2
Masters 6 24 6 35 1 17 13 27
Doctorate 19 76 10 59 5 83 34 71
Totals 25 100 17 100 6 100 48 100
Number of Years Teaching in Higher Education
'
Insti tutions.
Table 3 gives the number of years the study participants have
taught in higher education institutions. As indicated, there are
some faculty in each of the four categories, but the concentration
is in the 8-15 years category (44%), and the 16-23 years category
(29%).
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Table 3
Number of Years Teaching in Higher Education Institutions
Years Control
No. %
Self
Awareness
No. %
Self
Real i zati on
No. %
Combined
Groups
No. %
7 or less 3 12 5 29 1 17 9 19
8-15 12 48 8 47 1 17 21 44
16-23 8 32 3 18 3 47 14 29
24 or more 2 8 1 6 1 17 4 8
Total s 25 100 17 100 6 100 48 100
Departmental Affiliation . The participants in this study
all came from a diversified background of academic areas. The
combined totals and percentages as shown in table 4 point out the
heterogeneous nature of the faculty backgrounds with one exception.
Business administration which only represents 2% (1 faculty member)
of the total is an academic concentration only offered by one of
the seven schools (UMA) used in this study. Therefore, it is
understandable that this category would have fewer than the other
categories.
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Table 4
Departmental Affiliation
Department Control
No. °l
Self
Awareness
No. %
Self
Real ization
No. %
Combined
Groups
No. %
Humani ti es
& Fine Arts 9 36 3 18 12 25
Natural
Sciences
Mathemati cs
& Engr.
5 20 3 23 3 50 12 25
Soc .-Behav.
Sciences 8 32 3 18 2 33 13 27
Educati on 3 12 6 35 1 17 10 21
Busi ness
Admi n. - - 1 6 - - 1 2
Total s 25 100 17 100 6 100 48 100
Higher Education Institutions . Faculty participating in this
study were associated with one of the seven schools listed in table
5. As shown this study attracted volunteers from each of the
seven institutions used in this study. However, the smaller
private colleges had fewer participants than the State University
and Colleges.
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Table 5
Higher Education Institutions
School Control
No. %
Self
Awareness
No. %
Self
Real i zati on
No. %
Combined
Groups
No. %
Uni versi ty
of Mass. 2 8 3 18 2 32 7 15
Hampshi re 3 12 3 12 - - 5 10
Smi th 1 4 - - 1 17 2 4
Mt. Holyoke 4 16 - - - - 4 8
Amherst 4 16 1 6 1 17 6 13
Westfield 4 16 4 23 1 17 9 19
Fitchburg 7 28 7 41 1 17 15 31
Totals 25 100 17 100 6 100 48 100
Personal Development Data .
In response to the survey question, "Have you participated
in a personal development program, i.e., activities designed to
foster your personal understandings and/or experiences of yourself"
23 faculty answered yes. Of these 23, 17 indicated their participa-
tion in personal development as fostering self-awareness, while 6
considered their experience as fostering self-realization. As
mentioned earlier, 25 of the 53 who answered "No" regarding
personal development were randomly selected for the control group.
This finding gives an indication that, at least in this sample, few
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participated in self development programs. Of those who have many
more faculty in higher education have participated in self awareness
programs than self-realization programs (see Implications for
Further Research)
.
Table 6 indicates the responses of the respective experimental
groups to the question, How many personal development programs have
you participated in?" Responses to this question indicate an even
distribution between these groups (E/SA and E/SR).
Table 6
Number of Personal Development Programs
Participated in
Years Control
No. %
Self
Awareness
No. %
Self
Real ization
No. %
Combi ned
Groups
No. %
0 25 100 - - - - 25 52
1 - - 8 47 3 50 11 23
2+ - - 8 47 3 50 11 23
B1 ank - - 1 6 - - 1 2
Totals 25 100 17 100 6 100 48 100
The next table (7) compares how long ago faculty in the
experimental groups, participated in their respective personal
development programs (SA or SR). These figures indicate that over
the last two years self-awareness programs have attracted more
faculty in this sample than self-realization programs. Also
among these faculty, self-realization programs appeared to have been
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more popular 5+ years ago than they are now, whereas self-awareness
programs for this sample have experienced periods of high, low,
high participation over the years. However, it should be noted that
these figures cannot be taken as conclusive evidence of these trends
given the small sample size. As this was an exploratory study,
findings can only be judged in relationship to the participants
in the study and not generalized to other populations.
Table 7
Time of Participation in Personal Development
Programs
Years Control
No. %
Self
Awareness
No. %
Self
Real i zation
No. %
Combined
Groups
No
.
%
Less than
2 years - 8 47 1 17 9 19
2 to 5
years - 1 6 1 17 2 4
5+ years - 7 41 4 67 11 23
\
Blank 25 1 6 - 26 54
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The final description of the experimental groups is shown
in table 8. These figures represent the answers given to the
question, "Are you now still practicing the procedures and/or
techniques promoted (in your respective programs)?" As shown
all those who participated in the self realization programs answered
yes (100/)
,
whereas 70.6% of the self awareness group answered
yes.
Table 8
Still Practicing Procedures
Control
No. %
1 Self
Awareness
No. %
Self
Real i zation
No. %
Combined
Groups
No. %
Yes - 12 71 6 100 18 38
No - 4 23 - - 4 8
Blank 25 1 6 - - 26 54
Totals 25 100
Interview Groups.
17 100 6 100 48 100
Interviews were schedule with 20 faculty members drawn from
those who returned the profile survey and questionnaires. Those
faculty selected for the interview represented a diversified
academic background as represented in table 9.
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Table 9
Academic Affiliation of Interviewed Subjects
Academic
Background Control
No. %
Self
Awareness
No. %
Self
Real ization
No. %
Human i ti es
& Fine Arts 2 25 - - 2 29
Natural Sciences
Mathematics
& Engineering 2 25 2 40 -
Soc. -Behavioral
Sci ences 2 25 1 20 1 14
Education 2 25 2 40 4 57
The faculty selection for interviews also came from a varied
school affiliation, but not to as great an extent as the original
distribution of subjects. The reason for this was that faculty
from the smaller private colleges used in this study were not as
available for interviews as faculty from the State colleges and
universi ty.
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Table 10
Higher Education School of Interviewed
Subjects
School Control
No. %
Self
Real ization
No. %
Self
Awareness
No. %
Universi ty
of Mass. 2 25 2 40 4 57
Hampshire - - - - - -
Smi th - - 1 20 - -
Westfield 5 63 1 20 2 29
Amherst - - 1 20 - -
Mt. Holyoke - - - - - -
Fi tchburg 1 13 1 15
Questionnaire Results
The findings of the study questionnaire are presented in
four sections. The first section compares the three study groups,
Control (C), Self awareness (E/SA) and Self realization (E/SR) , in
terms of their overall group means. The second section presents
group mean and t-test findings relative to the three areas of
investigation a) the purpose and goals of education in general,
b) the role of instructor, and c) the role of the student.
The
third section compares group similarities and differences
on the
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five educational perspectives used in this instrument, i.e., the
classical, scientific, experimental self-realization and self-
awareness models. And finally the results of the retrospective
comparative analysis will be explained.
All the above findings are in relation to the nine point
Likert scale used in the questionnaire. Lower scores indicate that
the reported views are "unlike" the group while higher scores
indicate that faculty "likened" themselves to the particular
perspectives.
Overall Group Means . Table 11 presents the cumulative score
for the control, self-awareness and self-realization groups on Part A
of the questionnaire. As indicated, the control group mean fell
in the middle of the Likert scale, the self-awareness mean was
slightly higher, and the self-realization mean was the highest.
This suggests that the self-realization group had the strongest
overall identification with the perspectives presented.
Table 11
Questionnaire A Overall Group Means
Control Self Self
(N=25) Awareness ( N= 17
)
Real i zation (N=6)
Questionnai re A MS SD MS SD MS SD
Total Mean 5.33 1.55 6.14 1.44 7.45 55
However, there was no statistically significant difference
between the means for Control and Self-awareness groups or between
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the Self-Awareness and the Realization groups. A significant
difference (p < .001) was found between the Control and the Self-
realization groups (t
24
=5.33). This indicates that these two groups
differed on their association with educational perspectives in that
the Self Realization group likened themselves to the perspectives to
a greater degree than the Control group.
Group Mean for Instrument Sections . This analysis presents
the study findings in relationship to the three sections of the
questionnaire. Three analyses were conducted to explain the
respective scores for each group. The first analysis averaged the
scores for each group under each of the three sections. Second an
intra group analysis was conducted to assess any significant
differences within each group scores. And third, an inter group
analysis was conducted to show if any differences existed between
the group scores. Table 12 shows the respective means for each
group in relation to each of the three sections of the questionnaire.
Table 12
Questionnaire A Group Means by Section
Self Self
Control Awareness Realization
N=25 N=17 N=6
MS SD MS SD MS SD
Purpose and Goals
of Education 4.73 2.06 5.90 1.82 7.50 .76
Role of Instructor 5.75 1.56 6.57 1.46 7.60 1.55
Role of Student 5.52 1.54 5.94 1.62 7.26 1.02
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The statistical results of the above analysis showed three
findings. First, the E/SR group scored the highest means in all
sections followed by the E/SA and C groups respectively. Second, no
intra group differences were found within the groups. And third
the E/SR and C groups showed the only statistical (p < .001) inter
group differences. These were between the Purpose and Goals of
Education (t23= 5.33) and the role of the Instructor (^^=4.81).
These findings again indicate that the E/SR group has the strongest
"like me" identification within each of the questionnaire sections.
It also shows that there were no variations in the degree to which
each group related to each section.
Group Means for Educational Perspectives . This analysis
1) averaged questionnaire items by perspective categories classical,
scientific, experimental, self-realization and self-awareness,
2) combined mean similarities and differences within each group
and 3) compared group means on each model with each other group.
Table 13 shows each groups mean by perspective categories.
Table 13
Group Means for Educational Perspective
Model Control
N= 25
MS SD
Self
Awareness
N= 17
MS
i
SD
Self
Realization
N=6
MS SD
Cl assical 5.06 2.00 4.78 2.40 6.44 1.42
Scienti fi
c
4.89 2.24 5.39 2.25 7.83 .78
Experimental 6.09 2.20 7.96 .88 7.61 1.02
Self-Real ization 4.38 2.51 5.07 2.42 7.72 . 57
Self-Awareness 6.22 1.56 7.52 1.34 7.66 1.29
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In conducting the intra group analysis several significant
findings were noted. First, the Control group showed a significant
(p < .001) difference between their association with the self-awareness
and the self-realization models showing a stronger preference for the
former model (^^=4.82). Second, the self-awareness group demon-
strated strong preferences for the experimental and self-awareness
models. While the group scores on these two (experimental and self-
awareness) models were not different from each other they were both
statistically different from the other three categories. Table 14
presents these comparisons.
Table 14
Significant Intragroup Comparisons for Self-Awareness
Faculty (N-17)
Variable Mean SD df t-value
Experimental 7.96 .89
16 5.11*
Classical 4.78 2.40
Sel f-Awareness 7.52 1.34
16 4.20*
Classical 4.78 2.40
Experimental 7.96 .89
16 5.02*
Scienti fic 5.39 2.25
Self-Awareness 7.52 1.34
16 3.88*
Sci enti fi c 5.39 2.25
Experimental 7.96 .89
16 4.88*
Self-Reali zation 5.07 2.42
Self-Awareness 7.52 1.34
16 4.98*
Self-Realization 5.07 2.42
*p *.001, two-tailed test.
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These findings indicate that above all this group primarily
identifies with the experimental and self-awareness models. The
third result of this intra group analysis found no significant
differences within the means of the E/SR group.
The intergroup comparison on the five response categories
were done in three steps. One, the C group was compared to the E/SA
group. This analysis yielded a significant (p < .001) difference
between the groups' means on the experimental model (t
33
=3.80, see
Appendix C for MS and SD) i.e., the E/SA group likened their
perspectives more to this model than did the C group. Two, the C
group was compared to the E/SR group. Here, significant differences
were found on scientific (^=5.34) and self-realization (t
2g
=6.03)
categories each showing the E/SR group to have the most positive
identifications with these models. And three, the self-awareness
group was compared to the seM-real ization group. This analysis
found the E/SR group to have significantly higher scores on the
scientific (t
2
g=3.85) and self realization (t
2
g=4.18) models than
did the E/SA group.
Summary . The analyses indicate differences in the educational
perspectives of the study groups. Several significant findings
were found in both the inter- and intra-group analyses. Within the
groups the relevance each places on the five educational perspectives
is important. These scores most accurately represent each group's
educational perspectives, the ones they feel are unlike and like
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their own. The control and self-awareness groups, showed their
strongest associations with the experimental and self-awareness
models, neutral associations with the classical and scientific models
and weaker associations with the self-realization model. The
difference between the two groups was in terms of the extent to which
they did or did not associate with each perspective. The Self-
awareness group likened themselves to each model (except the classical)
more than the control group. On the other hand, the scores of the
self-realization group showed a unique pattern of responses different
from those of the other groups. Their scores were all higher
and showed less of a preference for particular categories, i.e., they
seemed to identify with all the models.
Retrospective Comparative Analysis .
This analysis was conducted to measure the reported influence
personal development programs had on a faculty members educational
perspective. In the case of the control group the variable was time
instead of a self development program.
The results of the retrospective comparative analysis showed
that the variables of participation in personal development programs
and time did not significantly effect scores. Comparisons were
done on overall mean scores, the three areas of investigation and
the five educational perspectives. In each case the paired t-test
comparison of present and retrospective scores on each group failed
to reveal statistical data supporting the premise that these
variables had affected faculty's educational perspectives.
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This finding does not mean that there were no changes in the
educational lives of the faculty who participated in this study.
However, what it does mean is that, according to the retrospective
comparative analysis conducted in this study, faculty views toward
the educational perspectives included in this study did not change
significantly with regard to time or participation in personal
development program.
Faculty Interviews
Interviews were conducted with 20 higher education faculty
who had participated in this study. Each interview lasted between
25 and 40 minutes. Because of the length and number of interviews
used for this study it was not considered practical or useful to
transcribe each interview. Rather the information collected during
the interviews was coded and discussed around the particular trends
and patterns found in the faculty questionnaire. The actual coding
of the interviews was done by first listing the key phrases (see
Methods, p. 86) from each interview and second comparing these
phrases with those used by other faculty in the respective groups.
In the following section, "Discussion of Study" the researcher draws
extensively on this information, brought out in the interviews,
using quotes and examples expressed by the faculty themselves.
Discussion of Study
This study was initiated on the basis of two assumptions
(1) a faculty members participation in a personal development
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program would influence their perspectives on education; and
(2) because personal development programs are of two types self-
awareness and self-realization, faculty views would differ depending
on the nature of the personal development program in which they
participated. The information generated from this exploratory study
provided useful knowledge with regards to these hypotheses. This
section is designed to develop this information and is divided into
three parts 1) Faculty Perspectives, 2) Personal Development findings
and 3) Retrospective Analysis Results. In order to help clarify and
elaborate on the points discussed examples and passages will be quoted
from the faculty interviews conducted as part of the study's data
col lecti on.
Faculty Perspectives .
The results of the data collected in this study provide
insights into the nature of higher education faculty perspectives
and how these perspectives differ in the groups which participated
in this study. Overall this study found no significant differences,
that would suggest that faculty perspectives differ between the
purpose and goals of education in general, the role of the instructor,
or the role of the student. In fact, the data collected indicated
that faculty had similar categorical views (classical, scientific,
experimental, self-realization and/or self-awareness) in each area.
In differentiating the five possible perspectives of the study
groups (C, E/SA and E/SR) it was found that the control group had some
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slight preference for the experimental and self-awareness models,
somewhat neutral feelings toward the classical and scientific views
and a lack of identification with the self-realization model. Data
collected on the self-awareness group also showed these same
preferences (and lack thereof) but with one important difference.
The self-awareness group, statistically and verbally, showed much
stronger identifications with the experimental and self-awareness
models. The other views were relatively the same for both groups.
Individual faculty showed preferences for either the classical or
scientific categories but the groups as a whole showed no consensus
for one or the other. Both groups indicated a lack of association
with the self-realization model.
The similarities and differences found between these groups
show some support for prior research and this study's hypothesis
that there may be some distinctions between the groups, particularly
on the self-awareness categories (see next section Personal
Development Findings). However it was not anticipated that the
self-awareness group would alios such a strong association with the
experimental perspective.
Another important finding on faculty perspectives was in the
positions assumed by the self-real ization group with respect to
their educational views. Their pattern of responses on the
questionnaire and during the interviews were different than the
other study groups in that they appeared to have strong
associations
with all the models. In other words, all of this groups
perceptions,
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in all categories, gravitated toward the upper end ("like me") of
possibilities. This means that they perceived education as being a
combination of many positive and equal factors, i.e., as a group
they did not feel any one view was better than another. This
finding was supported in faculty interviews as this group seemed to
express a wholistic approach to teaching.
The instructor is a model, a source of inspiration, a
source of direction and sometimes a disruptor. The
main role is that of a fertilizer, fertilizing the
personal growth of the student in the context of facts,
information and ideas (Psychology).
Another faculty member spoke similarly about the purpose and goals
of education.
I think it should impart a body of knowledge, provide
learning experiences, personal development opportunities,
give them techniques of finding information, research
skills, present them with ideas, explorations, all those
things (Physical Education).
These quotes are not meant to imply that some individual
preferences weren't expressed by E/SR faculty, but rather there was
an underlying group recognition that all avenues have a valuable role
to play in education. These ideas are different from the other two
study groups as the E/SA and C groups identified with particular
views and not with others.
This finding shows both support and non-support for the study's
hypothesis on this group's perspectives. It supported the premises that
this group (E/SR) would favor the self-realization model. However,
the researcher did not anticipate an equally strong association with
the other models. In retrospect, the possibility for this finding was
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inherent in the characteristics of the self-realization perspective
i.e., self realization experiences promote "a common basis to all
disciplines and integrates all fields of knowledge with the knowers
experience" (p. 15). This idea allows for the possibility that "a
common basis to all disciplines" may also translate into a wholistic
approach to education, teaching, and learning.
Personal Development Findings
.
This study found important evidence to support the hypotheses
that faculty would have different education perspectives depending
on a) their involvement or lack thereof, in personal development
programs and b) the nature of what kind of personal development
program they participated in, self awareness or self realization.
The data supporting this assumption are di scussed below.
The difference found between the control and self awareness
groups are particularly significant to this study because they
suggest support for other research findings discussed in Chapters I
and II. It was noted in these chapters that self awareness programs
foster an increased "awareness of one or several variables such as
beliefs, interests, feelings, appreciations, values, motivations,
self concept, attitudes, adjustments and moral commitments" (p. 15).
This study's E/SA group all participated in programs of this nature.
Furthermore the data collected indicated the E/SA group to have a
more differentiated pattern (than the control group) of likes and
dislikes among the studys' educational perspectives. Therefore
it is a
likely assumption that the differences between these two
groups was
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at least partially due to the E/SA groups involvement in their
personal growth activities. This finding was supported by the E/SA
faculty themselves when discussing the influences of their personal
development activities on their educational perspectives.
What it did was to serve to clarify and reinforce
(my views) and not really redirect them all that
much (Art).
I suspect that they (perspectives) were probably
there from the beginning but it definitely helped to
bring them up (Psychology).
The personal development was a reinforcement of
directions and experiences. So it was not something
that was profoundly new but more a reinforcement or
reaffirmation. It was a way of reality testing
(Education)
.
It's part of exploring in a little more depth what
you are up to. And when you start to do this you
start discovering things that are already there. That
you didn't realize you were actually feeling or that
you never knew before (Education).
The self realization group differed from both the control and
self awareness groups to some degree on the questionnaire (scientific
and self realization models), and noticeably in the interviews.
This was evident in this groups (E/SR) identification with the
'perennial' concepts indicative of the self real izati on.model . During
the interviews this group used phrases expressing ideas of ones
"unbounded potential", the role of ones "inner nature" and the
importance of "fulfillment and satisfaction in life."
Most people have been taught that limitations are in
themselves who they are. However limitations are
all in the mind (Psychology).
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People are generally self motivated and directed on
things they want to accomplish. But they need to be
directed inward and that by looking inward they'll make
better progress in whatever they wish to accomplish
(Physical Education).
Most students, and many faculty think of themselves in
terms of what they do and can do. They don't really
think of education in terms of spiritual values which
might lead them to higher and greater levels of satis-
faction and fulfillment in life (Physics).
These were different terms and phrases than those used by the other
study groups which centered on the other perspectives. This finding
showed these faculty to have a different concept of personal develop-
ment, one that involves an 'inner' and perennial potential for growth.
Another significant finding of this study in the area of personal
development concerned how each group associated personal development
with education and with their own growth and development as
individuals. The control group spoke of personal development in the
context of a growth inherent in the educational process. Their
feeling was that this personal growth came about by being exposed
to different courses and experiences.
The outcome of it all (teaching and learning) is a
process that will lead students and teachers to develop
and recognize their self worth. When you know and
appreciate your knowing, your uniqueness, you have
something. Its the unique beauty of your self. In
turn it leads to a process of self actualization
(Psychology)
.
Through my class curriculum I try to get people to
identify their sense of self, their sense of values,
how they've come to acquire those values. I also
want them to see how their values have developed in
relationship to other peoples' values. This I do
indirectly in class, it happens (Political Science).
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I think that the environment you create for students
and the relationships you model in your program are
probably the best way of teaching and fostering
personal development in students.
Outside of the above context the control group with one exception
saw little value in personal development programs.
I do not see personal development programs as really
affecting people. A lot of people learn from making
mistakes and crisis (Psychology).
I have a tendency to think that a lot of these programs
have both their feet and heads in the clouds and not
rooted in reality. I think people know who they are.
I think a lot of people use that kind of reasoning as
a copy out to do hard work (Communications).
The expressed exception to this view was a faculty who simply said
I generally have the philosophy that individuals can
make a difference by developing himself and contributing
to the development of others (Geography).
On the other hand the self-awareness group took a more direct
approach to personal development. It was almost (one exception) a
unanimous opinion of these faculty that personal development programs
were beneficial to themselves and to their students.
I think the concept of personal development programs
are good because they help people to think in depth
(Education)
.
Personal development programs, they do help you,
you feel better about yourself, they make you better at
what you do in every aspect of life (Education).
Like the control group some thought this development was a by-
product of higher education (for teachers and students) but unlike
the control group this group of faculty spoke of the importance
of making initiatives to purposefully promote personal growth in
higher education, i.e., to include "some component on how to live
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life" (English). One instructor spoke of her initiative as being
Available to students to discuss and think through
what their own beliefs are and their own plans of
action, their own ideas on subject matter (Political
Science)
.
Others commented by saying
I feel that one ought to communicate material, when it
is possible* to students in a way that also contributes
to their personal development. Part of our obligation
to students in higher education is to have them become
fully functioning individuals so they can use knowledge
and educational opportunities for living for personal
relationships for their individual effectiveness, and
emotional fulfillment, and so on (Psychology).
A third faculty member thought that
the ideal education is one that focuses on the individual,
their needs and personal growth and helps them develop
(Educati on)
.
The self realization group had a similar perspective to the self
awareness group on taking initiatives to foster personal development
through education. The only notable difference was in terms of
what they emphasized i.e., perennial perspectives vs. affective
awareness.
I like to leak it out (the concept of self realization)
during the course of whatever I am teaching, with
connection. I do it because I feel there is a person
to person aspect of being a teacher to someone else
being a student that calls forth from me the desire
to expose them to the most important things in life,
not just the content of a course. I want to fulfill
that expectation of being a professor with something
more than just the narrow content of the course
(Psychology)
.
I often try to get students to pay attention to how
and what theylre doing and relationships it has with
their life— not just in terms of where earning a
living is concerned but also trying to make it possible
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for their life to be more satisfying and fulfilling
(Mathematics)
.
The differences toward personal development expressed by the
study groups agree with much of the background literature reviewed
in Chapter II. Namely, faculty who have not participated in personal
development programs tend not to relate its concepts and positions
to education; faculty who have participated in 'self awareness'
activities view education, at least in part as a medium for enhancing
and exploring affective variables; and lastly faculty who have
participated in self realization programs view growth as including
a perennial component ii.e.
,
promotion of 'an inner self', 'fulfillment'
and 'ones unlimited potential'.
Retrospective Analysis Results
.
The final major finding of this research concerned the
retrospective comparative analysis designed to assess the extent
to which involvement in personal development programs affects faculty
perspectives on education. In this analysi
s,
study results from
the questionnaire and faculty interviews showed that there were
no significant changes in the control group's perspectives (over
the last seven years) or in the self awareness group's perspectives
(after their involvement in their personal development program).
The control group simply stated that were "no" changes in these
perspectives while the self awareness group, as mentioned earlier
said their views were "clarified and reinforced" but not changed.
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However, because of the differences found between these two groups
(C and E/SA) the self-awareness faculty may have been influenced by
their participation in these programs, more than they realize. The
self-realization group also showed no significant changes on the
questionnaire. Yet when interviewed these faculty expressed a
concensus that their views were different now than they were prior
to their involvement in personal development activities. For the
most part they all agreed that the changes they experienced were "an
uncontrolled experiment." That is they could not truthfully say that
the changes they experienced might not have happened regardless of
their participation in their respective programs. But, with one
exception who felt no changes in views, they all agreed that what
they gained offered them different perspectives on education and
affected their teaching.
My perspectives have definitely been affected by the
personal development program. It's changed my attitudes
and ideas about working with other people and my
methodology has changed. Now it's much more people
directed, more interpersonal relationships where I am
more aware of needs or people. Not just in teaching,
a skill but also developing the mental aspect (Physical
Education)
.
I believe that as a result of my participation in this
program my teaching is much more effective (Mathematics).
My views are different now because before I didn't have
the same perspective of life or sense of self. I was
ignorant (Psychology).
As a result of these retrospective findings it is difficult
to conclude whether or not faculty participation in personal
development has really influenced their perspectives. In the case
of the control, evidence points to the probability that no changes
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took place. However in the case of the self awareness and self
realization groups the question is unanswered as the two sources
of data give conflicting information. In addition the
personal development data collected in the faculty survey indicated
all six self realization faculty and 75% of the self awareness faculty
are still practicing their personal development programs. This
would indicate that the faculty feel changes and/or benefits from
their respective programs. The extent of their influence on the
educational views if any, is not clear. What is clear however, is
that this and the above findings warrant further research on the
influences of personal development programs on faculty perspectives.
CHAPTER V
SUMMARY, IMPLICATIONS AND CONCLUSIONS
Summary
This study set out with the intention to 1) delineate and
differentiate the perspectives of higher education faculty who have
and have not participated in personal development programs and
2) to investigate, through a retrospective analysis, the relationship
between faculty participation in personal development programs and
their educational perspectives.
A total of 48 full time higher education faculty participated
in this study. Each was a volunteer solicited through a mialing
sent out to 430 faculty from six colleges and one university in
Western Massachusetts.
By incorporating a faculty survey, questionnaire and interviews
into the data collecting procedure, information derived from these
sources allowed the researcher to develop profiles of each of the
three groups participating in the study. These profiles included
how they associated themselves with five perspectives (classical,
scientific, experimental, self-realization and self-awareness) in
three categories a) the purpose and goals of education in general,
b) the role of the instructor and c) the role of the student. They
also showed how involvement in personal development programs (or time
in the case of the control group) had influenced their educational
perspecti ves.
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The synthesis of the results collected in this exploratory
study demonstrate that faculty who have and have not participated
in personal development programs have different educational
perspectives. Although these differences were in some case only
inferred in interviews while others were statistically significant
the combined data suggest distinctions can be made between the
educational perspectives of the study groups. The study further
demonstrated that in comparing the two experimental groups, self-
awareness and self-realization, further differences were found with
regard to their educational perspectives. These findings are
explained in the following sections.
Faculty Perspectives .
First, the control group was found to have slight preferences
for the experimental and self-awareness categories and a notable
dissociation with the self-realization model. The overall views on
the classical and scientific categories were neutral. Interviews
with this faculty group supported these findings as they discussed in
some capacity all but the self-realization model which no one brought
up.
The self-awareness group's scores were found to have no
statistical differences on the three areas investigated (purpose
and goals of education, role of the instructor and role of the
student). But the group did have significant statistical differences
on the five models presented. Their strongest affiliations were with
the self-awareness and experiential models. The other three models
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were all found to be statistically di fferent than these two. Inter-
views with faculty corroborated these findings. The group generally
expressed a) identification with self-awareness concepts b) the
importance of experience in higher education, c) a neutral identifica-
tion with the classical or scientific models, and 4) little associa-
tion with the self-realization model. The reason for the lack of
association and low scores on the self-realization model is that
faculty simply did not mention it or score it highly. However,
the reason for the low scores on the classical and scientific models
was that in most cases, faculty were favorable to one or the other
but not both. Consequental ly a lack of group consensus created
lower scores on each model.
The difference found between the control and self-awareness
groups is an important one. It was noted that the E/SA group scored
significantly higher on the questionnaires' experimental and self-
awareness models, the same preferences of the control group. This
finding was explained in the interviews as faculty felt their
participation in personal growth (self-awareness) activities help
clarify and reinforce perspectives they already had but did not
change them.
Like the other groups the self-realization group was found
to have a continuity of perspectives within the Purpose and Goals
of Education, the role of the instructor, and the role of the student.
This group was unlike the control or E/SA groups as it had a very
positive affiliation with all the five perspectives, i.e., they felt
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that each model presented was 'like' them including the self-
real ization model with which no other group associated with. This
showed statistically in that their overall awareness score was 7.45,
out of a possible 9, as compared to 5.33 and 6.14 for the control
and self-awareness groups, respectively.
Interviews conducted with the E/SR faculty supported this
finding as the faculty recognized the contribution and role of each
educational model. When faculty did express individual preferences
it was in terms of a preference among many creditable choices.
The comparison between the control group and self-realization
group yielded several significant findings. First, when the groups'
overall mean scores were paralleled the difference showed that the
self-realization groupplaced themselves significantly higher on
the Likert scale, than did the control group. Also, in particular
comparisons between the three areas of investigation the results
showed that the self-realization group had significantly higher
('like me') scores on two of the areas, the Purpose and Goals of
Educaton and the Role of the Instructor. In the analysis of the
five educational perspectives further differences were found. Most
notably were the differences between the groups views on the
scientific and self-realization models. The self-realization group
again scored themselves statistically higher in these categories
than did the control group. The faculty interviews held in con-
junction with the questionnaire which fostered the above scores
corroborated these findings as the control group felt less affiliated
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with these models than did the self-realization group..
The comparisons between the sel f-awareness and self-realization
groups were also revealing. In the statistical analysis of scores
obtained from the faculty questionnaire differences were only found
in relation to two perspectives, scientific and self-realization,
interestingly enough, these are the same two perspectives found to
be significantly different between the control and self-realization
groups showing the self-realization group to be the only one to have
strong association with these models. Support for these findings
were further evidenced in the interviews with the respective groups
i.e., the self-awareness group was neutral toward the scientific
model and did not liken themselves to self-realization models,
whereas the self-realization group associated with these perspectives.
Personal Development Findings .
Each of the three study groups showed different perspectives
on personal development. The control group related personal develop-
ment to a natural by-product of education which fosters an increase
in one's awareness of self and environment. The self-awareness group
expressed a role for personal development initiatives in education.
They felt a need to promote this growth by fostering and clarifying
an individual's affect including values, needs, perspectives, etc.
The self-realization group also spoke of introducing initiatives
to private personal development in education but emphasized a
'perennial' perspective, i.e., developing one's inner potential.
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The self-awareness and self-realization groups also differed
on how they were influenced by their respective personal development
programs. The E/SA group spoke of their perspectives being
reinforced and clarified by their programs. The E/SR group felt
they had different educational perspectives due to their involvement
in personal development activities. The control group indicated that
their views have not noticeably changed over the last seven years.
Retrospective Analysis Results .
In conducting this analysis no statistical or interview data
were found to support the premise that time influenced the control
group's views with regard to the areas and perspectives investigated
in this study. Furthermore, no statistical evidence was found to
support the supposition that change had taken place in the self-
awareness or self-realization groups' educational perspectives.
However in comparing statistical and interview data from the control
group vs. the experimental groups evidence indicates possible
changes. These seemingly incompatible findings are a consideration
for future research (see next section).
Implications for Future Research
The original purpose of this study was two fold. First the
study set out to delineate and differentiate the educational per-
spective of higher educational faculty who have and have not
participated in personal development programs (self-awareness and
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self-realization). And second, to see if time (control group) or
participation in personal growth activities had influence on these
faculty's perspectives on education.
The results of this exploratory study were never intended
to produce broad sweeping generalizations that could be applied to
higher education faculty. Rather it was thought that this study's
results would prompt further research on some of its findings. As
such, several considerations surfaced in this investigation that
would provide opportunities for future research in a further attempt
to help clarify and understand this area of faculty development.
First, confidence in the ideas and findings of this study
would be greatly enhanced if a replication of this study were done
with a larger sample. This research was exploratory but based on the
findings it would appear that further research into these areas
would be useful and warranted. In relationship to securing a larger
population, it is also suggested to broaden the geographic area
from which faculty are drawn. This would add credence to the
research and make its findings more applicable to faculty develop-
ment in general. The idea of an additional study(s) incorporating
these two considerations are important as it may help to support
the changes the self-realization group felt they experienced, but
were not corroborated on the faculty questionnaire. It may also
produce or clarify other findings.
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A second consideration for future research is the development
of other instruments with which to measure faculty perspectives and
the influence of personal development programs. At present these
areas (faculty perspectives and personal development influences)
are diagnostically naked. Particularly needed is a new or more
sensitive instrument to measure these variables over time. Instru-
ments of this nature would certainly be useful in studies such as
this but other applications within the field of faculty development
are very likely.
Third, this researcher would suggest the possibility of
another pre-test/post-test approach to examining the influences of
personal development programs. By arranging for randomly selected
faculty to serve as control and experimental subjects, a study
could be conducted to 1) give a pre-test to all subjects,
2) introduce experimental subjects to self-awareness and self-
realization programs, and 3) initiate a post-test. Such an investiga-
tion would undoubtedly require some financial support but the
results of such a study would be extremely valuable.
Another suggestion for future research would be to conduct
investigations on specific self-awareness and self-realization
programs. It is a likely hypothesis that different programs for
personal development would have different influences on faculty
development. Substantiating these effects would help faculty,
administrators and decision makers more aware of the potential
benefits or shortcomings of particular programs.
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And finally, the idea of a study which would attempt to
practically measure effects of personal development on classroom
instruction is exciting. To this researcher, the value of personal
growth activities for faculty are two fold. One is for the individual
evolution and fulfillment of the faculty member, and the other is
for its effects and benefits to teaching and learning.
Examples of such studies are (1) an assessment of faculty self
actualization and teaching effectiveness, (2) comparing the personal
development of instructors to their "teacher burnout" (3) paralleling
faculty attitudes towards education and faculty's personal fulfillment
or lack thereof. If projects such as these were conducted to
substantially validate the latter point, this researcher feels that
institutional interest in personal development would blossom.
These points all specify a certain challenge to higher
education. The need for more information on the potential application
of personal development for faculty is there. As one faculty
member mentioned during his interview, "Generally in my 20 years
of teaching almost no one I've worked with has really had problems
because of a lack of competency in the subject area they dealt with.
Problems accumulate because they can't cope with teaching, the
students, other faculty or administration. They (faculty) could
benefit from it (personal growth programs) but on the whole those
who should do it and need it tend not to."
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Conclusion
Many people have said that this is an age of transition
(Ferguson, 1980; Tofler, 1980). This seems to be the case with
respect to many things including attitudes towards faculty's personal
development (Moss, 1980; Sorcinelli, 1977). Which direction educators
will utlimately take in regard to this issue is still unknown.
However, it seems reasonable to suggest that the basis of taking any
direction should i .e.
, in the assessment of the various alternatives
available including personal development. However, before this
can be done it is our responsibility to collect all theories,
experiences and data on the subject. This exploratory study was an
effort in this direction as it endeavored to explain and assess
some of the educational issues surrounding personal development for
higher education faculty. As such it has found valuable information
on the subject that is useful to higher education both in terms
of its findings and as a possible basis for future research.
Admittedly this area of investigation was not easy. Assessing
perspectives and dealing with views and feelings was difficult as
there are many variables and opinions involved. However, the
product of the study gives the researcher hope that the findings of
this study will spur on 1) greater interest and research in faculty's
personal growth in general, and 2) the inclusion of the self
realization model as a viable consideration within the larger
context of personal development.
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SCHOOL OF EDUCATION
From : Tony Ryan
,
Doctoral Candidate
,
University of Massachusetts
To : Higher Education Faculty
Re : Participation in a Higher Education Survey
As a doctoral student at the University of Massachusetts, I am doing a dissertation study
in the area of faculty development. To do this I am in need of faculty from higher
education to participate. So that you might evaluate the possibility of your participa-
tion in this study 1 have briefly discribed my investigation below.
The purpose of the study is twofold.
1) To delineate and differentiate the educational views of higher education faculty who
have and have not participated in structured personal development programs and
2) assess and compare how participation in personal development activities has influ-
enced, if at all, the views of higher education faculty.
The educational views to be explored are: a)the purposes and goals of education in gen-
eral, b)the role of the instructor and c) the role of the student. For the purpose of
this study, the term personal development refers to activities sponsored by institutions,
organizations or individuals which foster a person's affective growth, self-awareness
and/or perennial development, self-realization (see Profile Survey for definitions).
This project is important for two reasons. First, this study explores areas which will
increase our understanding of personal development within the context of faculty devel-
opment. And second, this study will for the first time assess the perceived degree to
which a faculty member's involvement in personal development programs influences his/her
educational perspectives.
Involvement in this etudy would require that you fill out the enclosed Profile Survey
and Questionnaire (approximate time 15-20 minutes) and mail it A.S.A.P. in the
pre-addressed envelope provided. At the same time, please mail separately the attached
postard. This allows the researcher to know who has responded while the responses
themselves remain anonymous. Because of the importance of this study and the minimum
time required I hope you will agree to participate.
In closing, thank you very much for your time and consideration. It is deeply appreci-
ated. If you have any questions, please make a notation on the attached survey and
I will contact you promptly. Once again, thank you.
Sincerely,
DocTtJral Candidate, School of Education
University of Massachusetts, Amherst
Home telephone (617) 368-0376
PROFILE SURVEY
Instructions: Please complete the following and mail it in the pre-addressed envelope provided.
A. Demographic Information
1. Your date of birth:
2. Your highest degree obtained:
3. How long have you been teaching in higher education institutions?
Years Months
4. With what department are you presently associated?
5. What is your academic concentration or specialization?
6. At what school are you presently teaching?
7. Please check one of the following:
Are you a full-time or part-time faculty member?
full-time part-time
B. Personal Development Data
1. Have you participated in a personal development program, i.e., activities designed to foster
your personal understandings and/or experiences of yourself? yes no
If your answer is no, please proceed to Faculty Questionniare (next page)
If your answer is yes, please complete the following questions.
a) How many personal development programs have you participated in?
(If you have participated in more than one personal development program, answer
questions b) through g) with reference to the one program which is most important
to you.)
b) On what approximate date did you receive instruction or participate in the program?
Start yr mo. End yr mo.
c) What was the title of the program, if any?
d) Briefly explain the activities and goals of the program.
e) Are you now still practicing the procedures and/or techniques promoted in the above program?
Ves No
Please explain:
f) What do you see as the major outcome for you from this experience?
g)
For the following, please check one.
Would you consider this experience as fostering:
— self-awareness, defined as an expansion of one's awareness of such variables as one's
beliefs, interests, feelings, appreciations, values, motivations, self-concepts, attitudes, adjust-
ments, and moral commitments.
self-realization, defined as an experience of one's absolute self characterized by a
universal sense of unity, creativity, intelligence, joy and fulfillment.
Briefly explain the reason for the above answer.
FACULTY QUESTIONNAIRE
Instructions:
Following are two identical questionnaires which explore some of your perspectives on education. For
your convenience, specific words and phrases in the questionnaires are in bold print as they represent the
essence of that perspective. Please fill out Questionnaire A with regard to vour present educational per-
spectives. Fill out Questionnaire B with regard to your past educational perspectives, i.e., views which you
feel reflected your ideas prior to your involvement in personal development programs.
If you have never participated in personal development programs, answer Questionnaire B with regard to
your educational views seven years ago.
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QUESTIONNAIRE A
Present Perspectives on Education
Items below are divided into three sections: 1) Purpose and Goals of Education, 2) The Role of the In-
structor and 3) The Role of the Student. Each section consists of five different educational perspectives.
Each perspective is followed by a response scale. For each item please circle the number on the scale
which reflects best the extent to which that perspective is. like your own.
A-l Purpose and Goals of Education
Education should emphasize
1. a series of experiences which foster the ability to adapt to the dynamic and changing characteristics
of life. Also education should develop one's ability to solve real problems by giving a practical orien-
tation in bringing thought to bear upon action.
unlike me 123456789 like me
2. the study of nature, the principles, regularities and laws which govern the environment and cosmos
for the purpose of harmonizing ourselves with universal principles thereby enhancing our efficiency,
effectiveness, progress and our harmony with nature.
unlike mel 23456789 like me
3. investigation and exploration into the meaning of one's self through the examination of the choices one
makes with regard to their moral commitments, values, attitudes and behavior. In this way each in-
dividual will be fully cognizant of who they are, in charge of their lives and not bound by the dictates
of others.
unlike me 1 23456789 like me
4. ideas, particularly those dealing with the basic lessons of history and literature for the purpose of
“tuning in" to the realm of Absolute ideas in order that we may discern what is Real and True.
unlike me 1 23456789 like me
5. the development of our memory, will, experiences, intellect, reason and intuition in order that we may
be able to move systematically towards Absolute Truth and experience its Being as ourselves.
unlike mel 23456789 like me
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A-ll The Role of the Instructor
The role of a faculty member in educating students is
1. to stand as a model, a more mature person to whom students can look up to as a reflection of the
ideas and ideals found to be most consistent with the highest standards of human conduct as des
cribed and found in history and literature.
unlike me 1 23456789 like me
2. to direct meaningful projects in which students will be experientially exposed to real problems. The
teacher also acts to stimulate inquiry into unresolved questions, practically oriented, so the students
might participate in the solutions through some action or activity.
unlike me 1 23456789 like me
3. to demonstrate and describe how to perform specific functions, particularly by pointing out the
principles, regularities and laws governing how the world works. Instructors should know these
universal principles and laws and introduce them systematically to students.
unlike me 1 23456789 like me
4. to jar, stir, probe and challenge a student's convictions, attitudes, values and behaviors in order to foster
their students' personal development as defined by the student.
unlike me 1 23456789 like me
5. that of a guide and leader who encourages and fosters intellectual habits of inquiry, developing intui-
tional and rational powers for the purpose of promoting the experience of one's basic nature, one's
Absolute Self.
unlike me 123456789 like me
All I The Role of the Student
The role of the student is to
1. become self-realized, i.e., fully experience their Absolute Self, by responding to the logical, intuitional,
and experiential exercises posed by the teacher.
unlike me 1 23456789 like me
2. participate in solving problems through action, to gain useful experiential knowledge and to understand
through experience the nature of the world.
unlike me 1 23456789 like me
3. develop a sense of the self through exploring personal values, attitudes and behavior, to take responsi-
bility for choices and actions, and to develop personal commitments.
unlike me 1 23456789 like me
4. search for and discover Truth through the absorption of great historical and literary ideas
presented by
their instructor and through the reading of historical and literary texts.
unlike me 1 23456789 like me
5. learn facts and information, universal principles and the laws of nature in
order to increase their effi-
efficiency, effectiveness and progress as well as gain harmony with nature.
unlike me 123456789 like me
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QUESTIONNAIRE B
Past Perspectives on Education
Items below are divided into three sections: 1 ) Purpose and Goals of Education, 2) The role of the instructor
and 3) The Role of the student. Each section consists of five different educational perspectives. Each per-
spective is followed by a response scale. For each item please circle the number on the scale which reflects
best the extent to which that perspective was like your own prior to your involvement in personal develop
ment programs. If you have never participated in a personal development program please circle the number
on the scale which reflects best your educational perspectives seven years ago.
B-l Purpose and Goals of Education
Education should emphasize
1. a series of experiences which foster the ability to adapt to the dynamic and changing characteristics of
life. Also education should develop one's ability to solve real problems by giving a practical orientation
in bringing thought to bear upon action.
unlike me 1 23456789 like me
2. the study of nature, the principles, regularities and laws which govern the environment and cosmos for
the purpose of harmonizing ourselves with universal principles thereby enhancing our efficiency, effec-
tiveness, progress and our harmony with nature.
unlike me 1 23456789 like me
3.
investigation and exploration into the meaning of
one's self through the examination of the choices one makes with regard to their moral
commitments,
values, attitudes and behavior. In this way each individual will be fully cognizant of
who they are, in
charge of their lives and not bound by the dictates of others.
unlike me 123456789 like me
4 ideas particularly those dealing with the basic lessons of history and
literature for the purpose of
"tuning in" to the realm of Absolute ideas in order that we may discern what
is Real and l rue.
unlike me 1 2 3 4 5 6 7 8 9 like me
5 the development of our memory, will, experiences, intellect,
reason and intuition in order that we
'
may be abU? to move systematically towards Absolute Truth and
experience its Being as ourselves.
1 23456789 like meunlike me
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B-ll The Role of the Instructor
The role of a faculty member in educating students is
1. to stand as a model, a more mature person to whom students can look up to as a reflection of the ideas
and ideals found to be most consistent with the highest standards of human conduct as described and
found in history and literature.
unlike me 1 23456789 like me
2. to direct meaningful projects in which students will be experientially exposed to real problems. The
teacher also acts to stimulate inquiry into unresolved questions, practically oriented, so the students
might participate in the solutions through some action or activity.
unlike me 123456789 like me
3. to demonstrate and describe how to perform specific functions, particularly by pointing out the prin-
ciples, regularities and laws governing how the world works. Instructors should know these universal
principles and laws and introduce them systematically to students.
unlike me 123456789 like me
4. to jar, stir, probe and challenge a student's convictions, attitudes, values and behaviors in order to
foster their students' personal development as defined by the student.
unlike me 123456789 like me
5. that of a guide and leader who encourages and fosters intellectual habits of inquiry, developing intui-
tional and rational powers for the purpose of promoting the experience of one's basic nature, one's
Absolute Self.
unlike me 1 23456789 like me
B ill The Role of the Student
The role of the student is to
1. become self-realized, i.e., fully experience their absolute self, by responding to the logical, intuitional,
and experiential exercises posed by the teacher.
unlike me 123456789 like me
2. participate in solving problems through action, to gain useful experiential knowledge and to
understand
through experience the nature of the world.
unlike me 1 23456789 like me
3. develop a sense of self through exploring personal values, attitudes and behavior,
to take responsibility
for choices and actions, and to develop personal commitments.
unlike me 123456789 like me
4. search for and discover Truth through the absorption of great historical
and literary ideas presented
by their instructor, and through the reading of historical and literary texts.
unlike me 1 2 3 4 5 6 7 8 9 like me
5. learn facts and information, universal principles and the laws
of nature in order to increase their effi-
ciency, effectiveness and progress as well as gain harmony with
nature.
unlike me 1 2 3 4 5 6 7 8 9 like me
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INTERVIEW QUESTIONS
1. What do you perceive to be the purpose and goals of higher
education in general?
2. What do you perceive to be the role of the higher education
faculty member?
3. What do you perceive to be the role of the higher education
student?
4. What were your perspectives in the above three areas prior to
your involvement in personal development programs, or for
control subjects) seven years ago?
5. How do you feel your involvement in personal development program(s)
has influenced your perpsectives on education?
6. Do you have any further comments that would help clarify any
points you have made?
APPENDIX C
SELF REALIZATION GROUP: MEAN SCORES QUESTIONNAIRES A AND B
Questionnaire A
(N-6)
MS SO
Questionnaire B
(N'6)
MS SO
Overall Mean Score 7.45 .55 6.98 1.08
Overall Scores by Area
Purpose and Goals 7.50 .76 7.26 1.25
Role of Instructor 7.60 1.55 7.10 .92
Role of Student 7.26 1.02 6.93 1.27
Overall Scores by Model
Classical 6.44 1.42 5.61 1.85
Scientific 7.83 .78 8.05 .71
Experimental 7.61 1.02 7.77 1.00
Self realization 7.72 .57 6.38 2.39
Self awareness 7.66 1.29 7.12 1.40
Scores for Models by Area
Purpose and Goals of Education
Classical 6.83 1.16 6.33 2.25
Scientific 8.16 .75 7.50 1.51
Experimental 7.83 1.16 8.33 1.03
Self realization 7.16 1.16 6.66 2.42
Self awareness 7.50 2.34 7.50 1.64
Role of Instructor
Classical 7.00 1.67 6.16 1.32
Scientific 7.16 1.32 8.00 1.26
Experimental 7.50 1.04 7.16 1.32
Self realization 8.50 .54 6.16 2.40
Self awareness 7.83 .98 6.33 2.06
Role of Student
Classical 5.50 3.27 4.33 3.20
Scientific 8.16 .98 8.66 .51
Experimental 7.50 1.64 7.83 1 . 60
Self realization 7.50 1.22 6.33 2.94
Self awareness 7.66 1.21 7.50 1.51
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CONTROL GROUP: MEAN SCORES QUESTIONNAIRES A AND B
CONTROL GROUP: MEAN SCORES QUESTIONNAIRES A AND B
Questionnaire A Questionnaire B
(N=25)
MS SD
(N=25)
MS SD
Overall Mean Score 5.33 1.55 5.28 1.89
Combined Scores by Area
Purpose and Goals of Education 4.73 2.06 4.78 2.02
Role of Instructor 5.74 1.56 5.23 2.29
Role of Student 5.52 1.54 5.47 1.88
Combined Scores by Model
Classical 5.06 2.00 5.13 2.20
Scientific 4.89 2.24 4.88 2.77
Experimental 6.09 2.20 5.84 2.72
Self realization 4.38 2.51 4.60 2.48
Self awareness 6.22 1.56 5.97 1.92
Model Scores by Area
Purpose and Goals of Education
Classical 4. 16± 2.91 4.88 2.96
Scientific 4.24 2.77 4.32 3.06
Experimental 5.72 2.79 5.60 3.16
Self realization 4.40 2.87 4.52 2.91
Self awareness 5.16 2.51 4.60 2.76
Role of Instructor
Cl assical 5.16 2.32 5.08 2.79
Scientific 5.24 3.04 5.20 3.14
Experimental 6.60 2.46 5.84 2.92
Self realization 4.96 2.99 4.84 3.03
Self awareness 6.76 2.02 7.04 2.15
Role of Student
Classical 5.88 2.38 5.44 3.19
Scientific 5.20 2.53 5.12 3.00
Experimental 5.96 2.40 6.08 2.87
Self realization 3.80 2.39 4.40 2.61
Self awareness 6.76 2.36 6.28 2.60
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SELF AWARENESS GROUP MEAN SCORES QUESTIONNAIRE A AND B
Questionnaire A
Questionnai re A
(N-17)
Questionnaire B
(N-17)
Overal 1 Mean Score
Overall Scores by Area
MS
6.14
Purpose and Goals 5.90
Role of Instructor 6.57
Role of Student 5.94
Overall Scores by Model
Classical 4.78
Scientific 5.39
Experimental 7.96
Self real Nation 5.07
Self awareness 7.53
Scores for Models by Area
Purpose and Goal of Education
Classical 4.41
Scientific 5.00
Experimental 7.94
Self realization 4.64
Self awareness 7.52
Role of Instructor
Classical 5.35
Scientific 5.76
Experimental 8.05
Self realization 6.17
Self awareness 7.52
Role of Student
Classical 4.58
Scientific 5.41
Experimental 7.88
Self realization 4.41
Self awareness 7.52
SD MS SD
1.44 5.81 1.21
1.82 5.43 1.48
1.46 6.20 1.82
1.62 5.89 1.52
2.40 4.43 2.18
2.25 5.57 2.51
.88 7.60 .92
2.42 4.96 2.28
1.34 6.33 1.60
3.18 4.00 2.73
2.89 4.88 2.64
.96 7.23 1.43
3.14 4.82 2.78
1.50 6.23 2.04
2.62 4.52 2.85
2.65 6.64 2.42
.96 7.58 1.17
2.69 5.58 2.83
1.80 6.17 2.06
2.83 4.76 2.68
2.64 5.64 2.44
1.21 8.00 .93
2.98 4.47 2.96
1.63 6.58 2.15


